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Using Baldwin, Coney, Fardig, and Thomas' (1993) School Effectiveness 
Questionnaires, this descriptive study compared parents' and teachers' perceptions of the 
effectiveness of four-year-round elementary schools in two urban school districts. The 
sample included 93 parents and 100 teachers. Correlates of effective schools included (a) 
effective instructional leadership, (b) clear and focused mission, (c) safe and orderly 
environment, (d) positive climate and high expectations, (e) frequent assessment/ 
monitoring of student achievement, (f) maximum opportunities for learning, and (g) 
parent/community involvement. 
Both parents and teachers had favorable perceptions of the effectiveness of year-
round schools. Teachers rated the effectiveness of year-round schools higher than 
parents. Older teachers and parents rated the effectiveness of year-round schools higher 
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than younger teachers and parents. Although differences were not significant for years 
the district, teachers and parents rated the effectiveness of year-round schools more 
highly the longer they had lived in the district. Black and white respondents tended to 
similarly rate year-round schools as effective, according to the seven effective school 
correlates. 
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Year-round education (YRE) is a concept that reorganizes the school year to 
provide more continuous learning by spacing the long summer vacation into shorter, 
more frequent vacations throughout the year. It does not eliminate the summer vacation, 
but reduces it and redistributes it as vacation or intersession time during the school year 
(Johnson, 2000). Year-round education is an alternative schedule for learning; the 
balanced calendar minimizes learning loss that occurs during a typical three-month 
summer vacation. Students in a year-round program attend the same classes and receive 
the same amount of instruction as students on a nine-month calendar (usually 180 days). 
In an effort to reduce learning loss, and thus increasing student achievement, other 
avenues are sought to improve student learning. I he revision of the school calendar from 
the traditional nine-month calendar to a year-round calendar is one reform idea proposed 
to address issues associated with increasing student achievement and lowering the 
dropout rate (Winters, 1995). 
Americans were warned in A Nation at Risk (National Commission on Excellence 
in Education, 1983) that the U.S. educational system was in need of repair and that a tide 
of rising mediocrity in education threatened the nation's security. Following this report, 
schools and school districts in various locations have tried myriad types of 
comprehensive school-wide reforms or restructuring. The education reform movement is 
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continuously gaining momentum in the nation. School districts are challenged to 
increase student performance and overall success in school. Numerous education reform 
designs are investigated and studied to promote effective schools that provide the best 
opportunity for students to learn. Year-round schools are included in the movement to 
reform education, using strategies that will enhance student achievement. 
Growth in year-round schools is indicative of their success. i"he focus of the 
current study is the state of Georgia where there arc 19 public schools and nine public 
school districts implementing the year-round school reform model. 1 wenty-six of 50 
states had a representation of year-round schools in 1992-1993. and that number has 
increased to 46 states in 2002-2003. The number of year-round schools in the United 
States has increased from 2,017 in 1992-1993 to 3,181 in 2002-2003. The number of 
students enrolled in year-round education has increased from 1,567,920 in 1992-1993 to 
2,320,730 students enrolled in year-round education during the 2002-2003 school year 
(National Association for Year-Round Fducation, 2003). 
The year-round school reform model focuses on extending the school year by 
rescheduling the school calendar. Georgia Governor Roy Barnes' A + Education Reform 
Act of2000 hinges on holding schools accountable for student performance. Kducators in 
Georgia must investigate alternative programs, reform models, and efTective practices 
implemented in providing instruction. 
Year-round school reform models, combined with an emphasis on effective 
practices, could be indicative of student success. The year-round calendar provides a 
logical pacing of instruction, followed by regular breaks to refresh students and teachers. 
Students learn to pursue work intensely, then rest and regenerate for the next round 
(Ballinger, 1995). 
Purpose of the Study 
The purpose of the study is to determine and compare the perceptions of teachers 
and parents regarding the effectiveness of selected year-round elementary schools in two 
urban school districts. This study identifies how stakeholders regard their schools' 
effectiveness according to seven effective school correlates (Edmonds, 1979; Irvine & 
Lezotte, 1990, 1995): 
1. Effective instructional leadership. 
2. Clear and focused mission. 
3. Safe and orderly environment. 
4. Positive climate and high expectations. 
5. Frequent assessment/Monitoring of student achievement. 
6. Maximum opportunities for learning. 
7. Parent/Community involvement. 
Background of the Problem 
Numerous researchers (Ballinger, 1988; Bradford, 1995; Fager. 1997; Glines, 
1995; Kneese, 1996; Kneesc, 2000; Kneese & Knight, 1995; Shields, 1996; Shields & 
Oberg, 2000; White, 1993; Worthen & Zsiray, 1994) have endorsed year-round education 
as a means of promoting student success. The National Ivducation Commission on I ime 
and Learning (1994) indicated that the current educational system needs to be reformed 
and identified year-round education as an intervention that promises to raise public 
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school students' achievement levels. Ballinger (2000) contended that support for year-
round education is growing significantly in both the public and private sectors. 
The traditional school calendar in the United States is based on a nine-month 
school year, usually beginning in late August or early September and ending in late May 
or mid-June. The length of the school date is mandated by each state to include 
approximately 180 days. The effectiveness of the traditional nine-month calendar in 
facilitating student achievement and motivation is questioned (Kneese, 1996; Winters, 
1995; Worthen & Zsiray, 1994). 
Statement of the Problem 
Public education in the United States has gone through many eras of reform and 
rebuilding. Some feel that the system reflects the values of an agrarian society and is 
antiquated. Restructuring of the schools has been suggested as a means of transforming 
schools and addressing issues associated with increasing student achievement and 
lowering the dropout rate. Restructuring is a method of educational reform associated 
with planning and implementing modifications of schools or school districts or both 
(Ornstein & Hunkins, 1993). The revision of the school calendar from the traditional 
nine-month to a year-round calendar is a reform idea proposed to meet these needs. 
Educators are challenged to provide the best possible opportunity for students to 
learn and be successful, and are held accountable for student achievement (proficiency on 
performance assessments and graduation rates). The year-round school reform model is 
consistently gaining momentum in school systems across the nation. 
The problem of this study is to determine the effectiveness of year-round schools 
by examining selected effective school correlates. It is important for educational leaders 
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to determine the effectiveness of their schools from the perspective of stakeholders. This 
study helps determine whether teachers and parents view year-round schools as effective. 
When school leaders initiate reforms in line with these perceptions, constituent support 
will more likely improve and student achievement and motivation are likely to improve. 
Research Questions 
This study of school effectiveness in year-round elementary schools is framed by 
the following research questions: 
1. What are teachers' perceptions of the effectiveness of year-round schools? 
2. What are parents' perceptions of the effectiveness of year-round schools? 
3. Are there differences among teachers' and parents' perceptions of the 
effectiveness of year-round schools as determined by the following effective 
school correlates (ESC): 
a. Effective instructional leadership; 
b. clear and focused mission; 
c. safe and orderly environment; 
d. positive climate and high expectations; 
e. frequent assessment/monitoring of student achievement; 
f. maximum opportunities for learning; and 
g. parent/community involvement? 
4. Are there differences among respondents' perceptions of the effectiveness of 
year-round schools on each ESC with regard to the following demographics: 
gender, ethnicity, age, and years in the district? 
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Significance of the Study 
The study was designed to inform educational leaders, particularly urban school 
district leaders, about teachers' and parents' perceptions of the effectiveness of their year-
round schools. This awareness may help educational leaders accomplish effective 
planning for improvement of educational programs commensurate for the needs of the 
21st century. The additional knowledge base from this study may also provide data for 
urban schools and school districts considering making such a change in the school 
calendar. The information from this study may be valuable to urban school districts in 
assessing the effectiveness of their year-round schools because it provides research-based 
data predicated upon nationally-recognized ESC (Levine & Lezotte, 1990, 1995) that are 
results driven (Lezotte, 1992). 
Summary 
The effectiveness of the traditional school calendar, in place for 150 years, has 
come under intense scrutiny. Policy makers and educators are examining the year-round 
calendar as a school reform strategy that improves student achievement and motivation. 
The preceding material presented in this chapter establishes a need for research that 
explores stakeholders' perceptions of the effectiveness of year-round schools. The 
purpose of the study, background of the problem, problem statement, research questions, 
and significance of the study are described. Chapter II is a review of literature as it 
pertains to the present study. Chapter III presents the theoretical framework. Chapter IV 
describes the methodology used in the present study. Chapter V presents an analysis of 
the data. Chapter VI summarizes findings, draws conclusions, and makes 
recommendations. 
CHAPTER II 
REVIEW OF THE LITERATURE 
The following review of literature focuses on whole school reform and year-round 
schools. Next, the literature review focuses on effective schools research. With the 
reemergence of year-round education, the lack of information regarding the link between 
implementation of the year-round calendar and school effectiveness indicates a need for 
further study. 
Whole-school reform, utilizing the year-round model provides the opportunity to 
investigate school transformations to effectiveness. Lezotte (1996) discussed the use of 
effective school correlates in transforming schools to success. He believes that a large 
percentage of the staff must embrace the mission of the school, sharing the responsibility 
to educate children, and if this does not happen, schools will fail. 
Whole School Reform - Year-round Schools 
Lezotte (1996) discussed the importance of including a large percentage of staff 
and parents in school reform decision-making. Furthermore, he stated that all parties 
involved should openly embrace the mission and its supporting beliefs included in the 
school reform, and, if not, school transformation will likely fail. 
The National Education Commission on Time and Learning (1994) promoted the 
development of school calendars by school districts that acknowledged differences in 
student learning. The traditional school calendar consists of a nine-month/180 day 
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calendar. The difference that separates the year-round calendar from the traditional 
calendar is not the curriculum that students follow or the number of days students attend 
school. As Quinlan (1987) indicated, the curriculum in year-round schools does not 
differ markedly from the curriculum of schools with traditional calendars. The main and 
perhaps only difference is how the vacation time is distributed amongst the two 
calendars. There is a wide assortment of year-round education programs. What these 
programs have in common is that they alternate periods of instruction with periods of 
vacation during the course of the year (Quinlan, 1987). 
Conley (1987) realized the impact of restructuring to meet the needs of the 
children by breaking away from ritualized ways of instructing that produce poor results 
and finding new approaches that permit learning to take place for all students. Edmonds 
(1979a) suggested that student achievement and overall school improvement efforts 
should be monitored carefully and frequently in a safe, orderly, clean, and pleasant 
environment for effective learning to take place. 
The year-round school model provides an opportunity to analyze the impact that 
effective school correlates have on improving student performance and success, using 
alternative school calendars. Many studies have been done on the effective school 
correlates. 
Shumow (1997) in his studies revealed that parents tend to support the importance 
of learning from a practical point of view, using drill and skill. It was also stated that 
from an investigation of how children learn, one third of the parents supported the 
traditional method of isolated skills, while another third supported the use of strategies 
that support current reform models. Additionally, smaller percentages indicated home 
schooling, social interaction, and motivation as determining factors of how children learn. 
It was also noted that open communication between parents and the school provided an 
effective way to solicit parental support. 
Warrick-Harris (1995) discussed how present communities do not heavily depend 
on children helping with the harvesting of crops, and that with the technologies of today, 
children do not carry the responsibilities they once did. Fewer family situations today 
include a mother who stays at home to nurture the family, but rather works. With this in 
mind, her question is, "Why do we continue to organize learning schedules for students 
based on the agricultural practices of 100 years ago?" The agriculturally sensitive 
calendar has additional disadvantages. For example, vandalism to empty school 
buildings, especially over the summer months, is a growing problem. Students who have 
nothing to do during the summer often turn to mischief, or worse. 
Children who are enrolled in year-round school programs have an excellent 
deterrent to participation in mischievous acts that occur during long summer months. 
Year-round Education is a solution to the problems of vandalism, loss of productive 
learning and unsupervised children. Year-round is often misleading, and could be more 
descriptive by using the terms continuous learning, all-seasons learning, or four-season 
school. Year-round school is the term most frequently associated with the organizational 
system that uses the school facility during every season, and is not an alternative 
curriculum for learning (Warrick-Harris. 1995). 
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Year-round school can lead to less teacher burnout. Teachers benefit from a cycle 
of evenly spread out vacations. Parents, also, benefit from year-round school calendars 
by having more options of planning vacations, with off-season rates. Students retain 
more information during the shorter breaks, than they would after the normal ten-week 
summer vacation. This continuity of instruction, along with providing remediation, helps 
reduce the number of students retained in the same grade (Warrick-Mams, 1995). 
In addition to having the opportunity to make vacation plans, year-round 
education provides opportunities for students to have jobs, involve themselves in other 
positive activities, and participate in remedial activities that promote student 
achievement. The extended year provides time for students who have missed too much 
school, or who have fallen behind, to catch up with their assignments. Effective teachers 
are selected for intcrsessions, in which class sizes are small, and creative teaching is 
encouraged. Teaching and learning can be described as fun by students and teachers. 
Having schools open on a year-round calendar schedule also helps the community, such 
as libraries are open, along with other federally sponsored programs that are available to 
eligible students. The time used for review at the beginning of the year is shortened with 
the year-round calendar. Students require less time to remediate from long summer 
vacation due to students not having longer than a month out of school for a period of time 
(Barber, 1996). 
The National Education Commission on T ime and learning (1994) promoted the 
development of school calendars by school districts that acknowledged differences in 
student learning. The traditional school calendar consists of a nine-month (180-day) 
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calendar. According to the National Association for Year-Round Education (1999), the 
year-round calendar consists of several plans: 45-15 Single-Track Plan - students attend 
school for nine weeks, then take a two week break, totaling 180 days; 45-15 Multi-Track 
Plan - students are divided into four groups, alternating groups to attend school for nine 
weeks, then take a two week break, with 180 school days; 60-20 Plan - students attend 
school for 60 days and vacation for 20 days; 60-15 Plan - students have 60 instructional 
days and 15 vacation days; 90-30 Plan - students attend school for two 90 day semesters 
with a 30 day vacation period twice a year; Quarter plan - students attend school for three 
of four quarters; Quinmcster Plan - students are required to attend four of five quarters, 
with the school year ranging up to 220 days; Five-Track, Five-Term Plan - students 
attend school for four of the five terms, consisting of 45 days each , for a total of 180 
days; Concept 6 Plan - students attend four of the six terms, but must attend two of their 
four terms consecutively; and the Flexible Ail-Year Plan - students have three options 
with this plan: (a) They may attend all days school is open; (b) they may attend only the 
required 175-180 days and spread these days over the 240 that instruction is available; 
and (c) if family needs or insists on the traditional nine-month calendar, the student can 
start by a set date in September and finish in June, completing 180 days. 
According to the National Association for Year-Round Education (NAYRE, 
2002), the history of year-round education is listed in the following: 
1. 1904 - A four-quarter schedule in Bluffton, Indiana became known as the 
forerunner of modem year-round education; 
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2. 1910 - 1938 - Various forms of year-round and extended calendars were used 
to increase space, improve the quality of education, provide a setting in which 
European immigrant children could leam English, and offer 12-month access 
to vocational training. States involved included Texas, New Jersey, North 
Dakota, Nebraska, Tennessee and Pennsylvania. During this period, the first 
mandated K-12 YRE program was implemented in Aliquippa, PA (1928-
1938); 
3. 1938 -1945 YRE ceased during World War II, for national uniformity was 
felt essential to the war effort to provide summer workers for the farms and 
factories; 
4. 1946 - 1967 - YRE was discussed in Minneapolis, Los Angeles, Royal Oaks. 
Michigan and in the state of New York, but was not implemented. Rebuilding 
America and the Korean and Vietnam wars were major factors; 
5. 1968 - Francis Howell School District in St. Charles, Missouri, introduced the 
first multiple track calendars in the nation. It was a 9-3 pattern, now 
commonly called the 45-15 calendar. That same year, the Wilson Campus 
School at Mankato State University, Mankato. MN. implemented the 
personalized continuous year 12-month calendar; 
6. 1970 - The Valley View district in Romeoville. IL reached a milestone as it 
introduced a multi-track calendar 45-15 plan later mandated to K-12, the first 
such program since Aliquippa (1938); 
7. 1971 - I.a Mesa-Spring Valley District (K-8) and the Chula Vista District (K-
6), both in San Diego County, became the first multi-track YRE programs in 
California. They launched the state on its way to a national leadership role as 
their 45-15 programs, patterned after the successful Valley View schedule in 
Illinois, caused a change in legislation, and in turn became the immediate 
model for 13 other California districts that began by 1974; 
8. 1970's - 1980's - YRE studies, proposed plans and implementation projects 
continued. Each year, many new communities were added to the YRE roster; 
9. 1990 - By 1990, 859 schools and 733,660 students in 152 districts and 22 
states were year-round; 
10. 1993 - 1994 - More than 1,400.000 students are enrolled in nearly 2.000 
schools in 33 states, with interest still increasing across the nation; 
11.1994 - 1995 - Number of students enrolled in year-round programs continues 
to increase over 2,200 schools in 37 states; 
12. 1995 - 1996 - YRE experiences its eleventh consecutive year of growth. 
More than 1.7 million students attend year-round schools in 39 states; 
13.1996 - 1997 - YRE continues to grow. Now 2,460 schools in 41 states enjoy 
alternative schedules. Total enrollment reaches nearly 1.8 million students. 
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14. 1997 - 1998 - Once again YRE experiences a tremendous growth spurt. Now 
over 2,800 schools with enrollment of 1.9 million are on a year-round 
schedule. 
15.1998 - 1999 - The number of students on a year-round schedule breaks the 2 
million mark. 
16. 1999 - 2000 - Two new states (Mississippi and South Dakota) and the 
District of Columbia added year-round programs. The total number of 
schools passes the 3,000 mark for the first time. 
Kneese (1996) discussed that increasing student school populations of diverse 
abilities and needs, and the revision of the school calendar from the traditional nine 
month calendar to a year-round calendar is one reform idea proposed to meet student 
needs. In a study comparing the achievement effects of year-round education to 
traditional calendar students over a period from 1-4 years or more indicated that year-
round education is producing a positive, but small effect. 
Hill and Rowe (1996), referring to effective schools research, stated that an 
analysis of preconditions and leadership activities associated with improvement of 
instruction focuses on familiar correlates such as frequent, systematic monitoring of 
student progress and shared commitment to ensure adequate performance of all students. 
The frequency of time, provided with the use of a year-round school calendar, would 
enable the evaluation of selected correlates or characteristics that impact performance. 
Mollison (2003) discussed that the National Commission on Excellence in 
Education Report A Nation at Risk: The Imperative for Educational Reform continues to 
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ignite arguments by educators, elected officials, business leaders and parents. The report 
swept reform efforts far beyond the high schools that the panel was expected to study. 
As its reforms evolved into others, the unanticipated consequences stretched from reading 
readiness tests in Head Start Programs to a reduced emphasis on college aptitude exams. 
Even the elaborate system of state standards, student tests and teacher accountability 
mandated by President Bush's No Child Left Behind Act grew out of the waves of reform 
generated by the 1983 report. Mollison stated the following: 
A Nation at Risk put education reform on the radar screen, and it's never 
fallen off. Its suggestions for "more rigorous and measurable standards, 
and higher expectations, for academic performance and student conduct" 
led directly to reforms that eventually culminated in the No Child Left 
Behind Act, which Bush signed into law in January 2002. Other 
suggestions included a longer school day, an 11 m onth school year for 
teachers reduced paperwork burdens on teachers and principals and 
"professionally based, market-sensitive and performance-based" pay for 
teachers, principals, and superintendents, (p. A5) 
Salzer (2002) reported that the results of the Georgia Criterion Referenced 
Competency Tests (CRCT) will be used, starting in 2004, to grade schools. Those grades 
will determine which teachers get bonuses and how much they receive. The grades will 
also determine where extra help is provided and whether, ultimately, a school's staff is 
dismissed because it cannot meet minimum standards. Also, in 2004. the results will be 
used to help decide which children in some grades are promoted or held back. 
Conley (2001) discussed critical perspectives that illuminate the nature of the 
challenges educators face as they search for changes in structure and practices that will 
result in sustained educational improvement. Changes in programs and personnel can 
work, yet educators are cautioned to pay close attention to the supporting conditions that 
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must be addressed for structural or programmatic changes to result in sustained 
improvement. Simply changing what can be changed because it can be changed is not 
enough. Any significant change will require principals, with the support of their central 
offices or other partners, to develop truly comprehensive implementation plans that take 
into account the lessons learned from the research on educational innovation that has 
been conducted during the past several decades. 
Covey (1990) discussed connecting processes to achieve the win/win situations 
that are critical in moving staff towards change. He emphasized there is no way to 
achieve Win/Win ends with Win/Lose or Lose/Win means. It was clear that the essence 
of principled negotiation is to separate the person from the problem, to focus on interests 
and not on positions, to invent options for mutual gain, and to insist on objective criteria-
some external standard or principle that both parties can buy into. It was also suggested 
that people and organizations seeking Win/Win solutions, should become involved in the 
following four-step process: 
First, see the problem from the other point of view. Really seek to understand and 
to give expression to the needs and concerns of the other party, as well as or better than 
they can themselves. Second, identify the key issues and concerns (not positions) 
involved. Third, determine what results would constitute a fully acceptable solution. 
And fourth, identify possible new options to achieve those results. 
Lasoff and Olsson (1994) discussed design teams that have developed and are 
implementing comprehensive designs for world-class schools. World class schools are 
considered to be those schools that teach all students the skills and knowledge essential 
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for success. The New American Schools Development Corporation monitors the design 
teams' progress and provides opportunities for collaboration and further development. 
Block (1992) noted several studies in which teachers were trained and observed 
using the effective schools research found that students actually did worse than students 
of teachers not so trained. Education reform calls for the restructuring of American 
society at large. 
Effective Schools Research 
The effective schools movement has been in the forefront of research of educators 
since James Coleman's 1966 report. Equality of Educational Opportunity. According to 
Coleman (1966), schools have little or no influence on children's achievement, but place 
most of the influence of achievement on family and social background. 
During the seventies on through the present, many studies have been made in 
response to Coleman's Report of 1966. The report, which negatively referenced the poor 
and disadvantaged, has sparked much controversy. Coleman s report concluded that 
student achievement weighed heavily on the environment established by the home rather 
than the school. 
Taylor (2002) discussed that the effective schools process is alive and well. The 
original correlates or characteristics of effective schools were published in the October 
1979 issue of Educational leadership (pp. 15-27). Ronald Edmonds is the acknowledged 
father of the Effective Schools movement. In a discussion with James Comer in 1982 at 
a Danforth Foundation sponsored seminar at Yale University. Edmonds asserted the 
following: 
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I think you ought to think about structuring an encounter in which you 
you either commission papers or produce a product that consists of at 
least the following people: some of the people who contribute to the 
literature on school effectiveness; some of the people who contribute 
to the literature on teacher effectiveness; some of the people who are 
most notable because of their knowledge of processes of change; and 
practitioners who are using all three bodies of information to run schools. 
(p. 18) 
The elements that Edmonds suggested in 1982 have been used to create schools 
that are able to renew themselves and continue to change over time. I o date, our schools, 
districts, and departments of education utilize the Effective Schools Process. 1 he federal 
policy today—No Child Left Behind Act—is intended to ensure that all children learn. 
Many studies have been made that produced several correlates of effective 
schools. There have been up to fourteen correlates identified, depending on the study. 
Weber (1971) developed the following correlates or characteristics: (a) strong leadership, 
(b) high expectations, (c) an orderly environment, and (d) frequent evaluation of pupil 
progress. Ron Edmonds (1981) identified five effective school correlates ten years later, 
which included: (a) strong instructional leadership, (b) clear instructional focus, (c) 
positive school climate, (d) high expectations, and (e) measurements of student 
achievement. Other researchers have come forth with additional correlates since Ron 
Edmonds' studies. 
Levine and Lezotte (1990) pointed out that "the early research that examined 
unusually effective schools identified five to seven characteristics or 'correlates' thought 
to distinguish these schools from less effective schools" (p. 2). Edmonds (1979b) 
identified five key effective schools correlates as (a) emphasis on student acquisition of 
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basic skills, (b) high expectations for students, (c) strong administrative leadership, (d) 
frequent monitoring of student progress, and (e) orderly climate conducive to learning. 
Later, Gauthier (1982) and Villanova (1984) identified seven effective schools 
correlates: (a) safe and orderly environment, (b) clear school mission, (c) instructional 
leadership, (d) high expectations, (e) opportunity to learn and student time on task, (f) 
frequent monitoring of student progress, and (g) positive home-school relations. Other 
researchers have identified other than the commonly-listed five to seven correlates 
(Purkey & Smith, 1983). 
In the early 1990s, Lezotte and Levine (1990) listed eight characteristics of 
unusually effective schools: (a) productive school environment and culture, (b) focus on 
student acquisition of central learning skills, (c) appropriate monitoring of students 
progress, (d) practice-oriented staff development at the school site, (e) outstanding 
leadership, (0 salient parent involvement, (g) effective instructional arrangements and 
implementation, and (h) high operationalized expectations and requirements for students. 
Additionally, four other possible correlates or domains were listed. 
Lezotte (1990) clarified the number of effective school correlates as seven even 
though, at times, eight characteristics of unusually effective schools were itemized in his 
research. The exact wording of correlates and order of listing differ slightly, depending 
upon which researcher's listing or date of listing is used. 
Levine and Lezotte's (1995) additional characteristics make schools effective. 
They are identified as the following effective school correlates: (a) productive school 
climate and culture reflecting shared vision, (b) a focus on student acquisition of central 
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learning skills, (c) appropriate monitoring of student progress, (d) practice-oriented staff 
development at the schools site, (e) outstanding leadership, (0 salient parent involvement, 
(g) effective instructional and organizational arrangements, (h) high operational 
expectations and requirements for all students, and (i) multi-cultural instruction and 
sensitivity. 
Further studies by Brookover (1996) continue to substantiate the use of effective 
school correlates. Eleven characteristics or correlates that make schools effective were 
identified: (a) preparation for in-service, (b) an effective school learning climate, (c) 
expectations for learning, (d) changing the organization, (e) grouping and tracking, (0 
effective instruction, (g) academic engaged time, (h) school discipline and classroom 
management, (i) cooperative mastery learning, (j) reinforcing achievement, and (k) 
assessing student and school performance. 
O'Neal (1987) further researched school effectiveness. He identified the 
following effective school correlates: (a) clear school mission, (b) safe and well ordered 
learning environment, (c) expectations for success, (d) high morale, (e) effective 
instructional leadership, (0 quality classroom instruction, (g) monitoring student 
progress, and (h) positive home-school relations. 
Edmonds (1982) discussed that in order to identify schools that produce the 
outcomes expected, close observations must be made to understand what makes the 
schools effective, or different from ineffective schools. Effective principals spend the 
majority of time in the classrooms, identifying and diagnosing problems. The mission of 
the school must be internalized and understood by all, while providing a safe and orderly 
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environment. Effective staff must have high expectations for the students. Staff must 
believe that students can learn. Additionally, close monitoring of student progress, as 
indicated on standardized tests is essential to student achievement. 
Tice (1992) emphasized that although the principalship is usually the focus point 
of school effectiveness, interest and support will falter if other stakeholders are not 
included in decision making. Leadership is much more meaningful and effective il it is 
not just a top-down management system. 
Gaziel (2002) discussed school effectiveness as a major factor in the movement 
for educational reform. She emphasized that school effectiveness research has led to the 
formulation of models about characteristics of a school that can make a difference in 
overall performance. Effective schools value academic achievement, continuous school 
improvement, and orderliness, in that, these differences in values affect the schools 
scholastic achievement. 
From early work in the 1980s, Chrispeels (2002) stated the importance of working 
simultaneously at the district, school, grade, and classroom levels. Individual school 
change efforts can be undermined if support is not given from the top. This means that 
the boards of education and district staff must be actively engaged in supporting the 
change. Additionally, studies in the last decades have indicated that successful 
implementation of school reform requires active participation by teachers, and the 
development of teacher leadership teams. The work of the principal and the school 
leadership team merges once a school commits to shared instructional leadership and the 
implementation of an effective school-based governance structure. 
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Summary 
Many studies have been made on the effectiveness of year-round schools in 
reforming schools. School systems throughout the nation have investigated and 
implemented the year-round school model to improve school effectiveness. An 
investigation of practices reveals that research-based and data driven school improvement 
plans, indicating a whole school reform approach to improvement grows out of the school 
and system in which the reform approach is used. When implementing school reform, 
the attention should be focused on the individual school; however, one must not lose 
sight or awareness of what is going on elsewhere (Lezotte, 1989). 
In the review of literature, a variety of research and opinions is provided on year-
round school implementation, with emphasis on effective schools. The emphasis is on 
student achievement and providing the best possible opportunity for students to learn. 
Educators arc investigating various reform models to promote student achievement and 
success. Support from the board of education, community, and stafT is needed for 
effective implementation. 
The Education Reform Movement to improve student achievement and school 
effectiveness indicates that emphasis is on being committed to mission of the school by 




This study was based on school effectiveness theory. School effectiveness theory 
was used as a measurement tool to identify and interpret a variety of year-round 
education characteristics related to effectiveness. Overall effectiveness was measured 
using descriptive perception data. Perceptions of teachers and parents were measured to 
determine to what extent, if any, Edmond's (1979) five and Irvine and Lozotte's (1990, 
1995) seven effective school characteristics exist. 
School effectiveness theory can be traced back to the study by Coleman et al. 
(1966) in the Equality of Educational Opportunity report and a reanalysis of Coleman's 
study by Jencks et al. (1972). These landmark studies supported the notion that schools 
do very little to positively affect students' achievement. In an attempt to discredit the 
findings of Coleman and Jencks, Edmonds (1979) conducted pioneering research to 
identify effective schools characteristics common to schools with high academic 
achievement. 
Edmonds (1979) described his original model of five characteristics of effective 
schools: 
1. They have strong administrative leadership without which the 
disparate elements of good schooling can neither be brought together 
nor kept together. 
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2. Schools that arc instructionally effective for poor children have a 
climate of expectation in which no children are permitted to fall below 
minimum but efficacious levels of achievement. 
3. The school's atmosphere is orderly without being rigid, quiet without 
being oppressive, and generally conducive to the instructional business 
at hand. 
4. Effective schools get that way partly by making it clear that pupil 
acquisition of the basic skills takes precedence over all other school 
activities. 
5. There must be some means by which pupil progress can be frequently 
monitored, (p. 22) 
While Edmonds' (1978, 1979) research identified five key effective schools 
correlates, Gauthier (1982), Villanova (1984), and Gauthier, Pecheone. and Shoemaker 
(1985) identified seven effective schools correlates. The expanded list includes 
characteristics such as 
• Safe and orderly environment that is not oppressive and is conducive to teaching 
and learning. 
• A clear school mission through which staff members share a commitment to 
instructional goals, priorities, assessment procedures, and accountability, 
• Instructional leadership by a principal who understands and applies the 
characteristics of instructional effectiveness, 
• A climate of high expectations in which the staff members demonstrate that all 
students can master basic skills. 
• Increased time on task. 
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• Frequent monitoring of student progress, and improved student performance and 
instruction based on the results, and 
• Positive home-school relations in which parents support the school's basic missions 
and play an important part in helping achieve it (Levine & Ornstein, 1993; Lcvine, 
1993, and Butterworth, 1992). 
Other researchers (e.g., Purkey & Smith, 1983) have identified other than the 
commonly-listed five to seven correlates. The exact wording of correlates and order of 
listing differ slightly, depending upon which researcher's listing or date of listing is used. 
For the purposes of this research, the seven correlates delineated in the preceding 
paragraph are used. 
Fdmonds (1979) five effective schools characteristics and Levine and Lezotte's 
(1990, 1995) seven effective schools correlates appear to align very well with 
characteristics that commonly define a year-round educational setting. Thus, two School 
Effectiveness Questionnaires developed by Baldwin, Coney, Fiirdig, and Thomas (1993) 
were purchased by the researcher to assess perceptions of effectiveness between two 
populations (teachers and parents) involved in year-round education. 
Baldwin's et al. (1993) School Effectiveness Questionnaires measure up to 11 
effective schools characteristics and Edmond's (1979) original five and Levine and 
Lezotte's (1990, 1995) seven effective schools characteristics are included in those 11 
characteristics. Teachers' and parents' perceptions of seven effective school 
characteristics provided a framework useful in determining to what extent, if any, year-
round schools exhibited effectiveness characteristics. A visual representation of the 
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theoretical framework is presented in Figure 1. Lcvine and Lezotte's (1990. 1995) seven 
effective schools correlates are shown as nodes on the oval. An effective school is 
represented in the center. 
Figure 1. An Effective School Based on Seven Effective School Correlates. 
Presentation and Definition of Variables 
De finition of Variables 
The correlates of effective schools are the means to achieving high and equitable 
levels of student learning. It is expected that all children will learn at least the essential 
knowledge, concepts and skills needed so that they can be successful at the next level, the 
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next year. Further, it has been found that when school improvement processes based on 
the effective schools research are implemented, the proportion of students that achieve 
academic excellence either improves, or at the very least, remains the same (Association 
for Effective Schools, 1996). For the purpose of this study, the following definitions will 
apply: 
Effective School Correlates. Seven nationally recognized indicators of unusually 
effective schools as identified by Levine and Lezotte (1990, 1995). 
Clear School Mission. In the effective school, there is a clearly articulated school 
mission through which the staff shares an understanding of and commitment to 
instructional goals, priorities, assessment procedures, and accountability. I he staff 
accepts responsibility for students' learning of the school's essential curricular goals 
(Association for Effective Schools, 1996). 
High Expectations for Success. In the effective school, there is a climate of 
expectation in which the staff believes and demonstrates that all students can attain 
mastery of the essential content and school skills, and the staff also believes that they can 
have the capability to help all students achieve that mastery (Association for Effective 
Schools, 1996). 
Instructional Leadership. In the effective school, the principal acts as an 
instructional leader and effectively and persistently communicates that mission to the 
staff, parents, and students. The principal understands and applies the characteristics of 
instructional effectiveness in the management of the instructional program (Association 
for Effective Schools, 1996). 
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Frequent Monitoring of Student Progress. In the effective school, student 
academic progress is measured frequently. A variety of assessment procedures are used. 
The results of the assessments are used to improve individual student performance and 
also to improve the instructional program (Association for Effective Schools, 1996). 
Opportunity to Learn and Student Time on Task. In the effective school, teachers 
allocate significant amounts of classroom time to instruction in the essential content and 
skills. For a high percentage of this time, students are engaged in whole class or large-
group, teacher-directed, planned learning activities (Association for Effective Schools, 
1996). 
Safe and orderly Environment. In the effective school, there is an orderly, 
purposeful, businesslike atmosphere, which is free from the threat of physical harm. 1 he 
school climate is not oppressive and is conducive to teaching and learning (Association 
for Effective Schools, 1996). 
Home-School Relations. In the effective school, parents understand and support 
the school's basic mission and are given the opportunity to play an important role in 
helping the school to achieve that mission (Association for Effective Schools, 1996). 
De finition of Terms 
Inter-session. Intervals of time between instructional sessions used for 
educationally related services. These might include remedial activities, enrichment 
activities, and recreational type activities or camps. 
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Multi-track. A multi-track schedule staggers the instructional time and vacation 
(intersession) periods of each track throughout the entire year, so that some students are 
receiving instruction while others are on vacation (Kneese. 2000). 
Track. A track is a group of students who are assigned to attend school during the 
same instructional session. These students are on track and off track at the same time. 
Traditional school calendar. The traditional school calendar is organized on a 
nine-month basis, running from the beginning of August to mid-May. The course of 
study for each subject is developed and carried out over the course of an entire academic 
year (Zykowski, Mitchell, Houston, & Gavin, 1991). 
Vacation. Intervals of time when students are not in school. 
Year-round Education (YRE). YRE is a concept that reorganizes the school year 
to provide continuous learning by spacing long summer vacation into shorter, more 
frequent vacations throughout the year (Johnson, 2000). A 180-day calendar evenly 
distributes nine-week (45 days) instructional blocks, followed by three-week (15 day) 
vacations throughout the year. 
Relationship among the Variables 
Dependent and Independent Variables 
The dependent variables are comprised of the mean scores for each of Levine and 
Lezotte's (1990) effective schools correlates: (a) effective instructional leadership, (b) 
clear and focused mission, (c) safe and orderly environment, (d) positive school climate 
and high expectations, (e) frequent assessment/monitoring of student achievement. (f) 
maximum opportunities for learning, and (g) parent/community involvement. The 
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independent variable in this study is the status of stakeholder. The levels of the 
independent variable are teachers and parents who responded to the questionnaire. 
Demographic variables age, gender, ethnicity, and years in the school district are also 
considered independent variables. Figure 2 depicts in graphic form, the relationship 
among variables. 
Null Hypotheses 
For the purpose of this study, two null hypotheses were tested. They are as 
follows: 
H01: There is no statistically significant difference between teachers* and 
parents perceptions of the effectiveness of year-round schools, as 
determined by the following seven effective schools correlates (hSC). 
a. Effective instructional leadership. 
b. Clear and focused mission. 
c. Safe and orderly environment. 
d. Positive school climate and high expectations. 
e. Frequent assessment/Monitoring of student achievement. 
f. Maximum opportunities for learning. 
g. Parent/Community Involvement. 
Ho2: There are no statistically significant differences among respondents 
perceptions of the effectiveness of year-round schools on each effective 
schools correlate (ESC) with regard to the following demographics: age. 





EFFECTIVE SCHOOLS CORRELATES 
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Figure 2. Relationship among Variables. 
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Limitations of the Study 
The study is limited in that it only includes responses from teachers and parents in 
four year-round elementary schools in two urban school districts. I ime and cost dictated 
that only selected schools be included in the study. Thus, the survey was conducted 
among a selection of teachers and parents in grades K-5 from selected year-round schools 
located in metropolitan Atlanta, Georgia. The results may not be gencralizablc to schools 
and school districts in other geographic areas (urban, rural) and locations. 
The results are limited in scope to a particular point in time. In a sense, it offers 
only a snapshot of teachers' and parents' perceptions of the effectiveness ol their year-
round schools. Were the surveys repeated across time, results could change as the history 
of each school unfolds. 
A potential methodological limitation, which may limit the generali/ability ol 
results of the current study, was the sample size. The number of respondents was low 
and thus the statistical power was reduced. The sample size needed for multiple analysis 
of variance (MANOVA) is related to statistical significance, effect size, power, and total 
independent and dependent variables. 
The effective schools literature search in this study was limited to factors 
pertaining to the framework of seven correlates of unusually effective schools identified 
by Levine and Lezotte (1990,1995). Other infrequently cited indicators of effective 
schools have been identified in the literature and may be important, but were not included 
in the literature review or the analysis of year-round school effectiveness. 
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A final limitation was the use of a mailed survey. The survey method is 
dependent upon the perusal of a scientifically selected group of people to provide 
accurate and specific information about their ideas and opinions, as well as about 
themselves-no less to a researcher, via mail, who is probably a complete stranger 
(Krathwohl, 1993). 
Summary 
In summary, the conceptual framework was based on school effectiveness theory. 
The dependent variables were teachers' and parents' perceptions regarding the extent that 
Levine and Lezotte's (1990, 1995) seven effective schools correlates (e.g., effective 
instructional leadership, clear and focused mission, safe and orderly environment, 
positive school climate and high expectations, frequent assessment/monitoring of student 
achievement, maximum opportunities for learning, and parent/community involvement) 
existed in year-round schools. Independent variables included status of stakeholder 
(teacher, parent), age, gender, ethnicity, and years in the school district. 1 he null 




This study was designed to examine the relationships among teachers' and 
parents' perceptions of the effectiveness of four selected year-round elementary schools 
in two urban school districts. This chapter describes the research methodology used in 
this study. The topics that were included in this chapter are the researeh design, 
description of the setting, sampling procedures, working with human subjects, 
instrumentation, data collection procedures, administrative procedure, statistical 
applications, delimitations, and summary. Each of these topics is discussed separately. 
Research Design 
This study used a descriptive research design, with a written survey to gather 
descriptive data about the perceptions of teachers and parents regarding the effectiveness 
of year-round schools. Isaac and Mitchell (1990) stated. "Surveys are the mostly widely 
used techniques in education and the behavioral sciences for the collection of data" (p. 
128). Babbie (1990) noted, "Surveys are frequently conducted for the purpose of making 
descriptive assertions about some population, that is, discovering the distribution of 
certain traits or attitudes" (p. 51). 
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Fowler (1993) notes that, "there are three potential properties of data from a 
properly done survey that make them preferable to data from other sources" (p. 3). I"he 
properties Fowler addressed are: 
(1) Probability sampling enables one to have confidence that the sample is 
not a biased one and to estimate how precise the data are likely to be; (2) 
standardized measurement that is consistent across all respondents ensures 
that one has comparable information about everyone involved in the 
survey. Without such measurement, analyzing distributions or patterns of 
association is not meaningful; and (3) a special-purpose survey may be the 
only way to ensure that all the data needed for a given analysis arc 
available and can be related, (p. 42) 
Therefore, the researcher selected descriptive procedures to determine opinions 
and perceptions of teachers and parents regarding the effectiveness of year-round schools. 
Description of the Setting 
The study takes place in two Georgia school districts. School District A has a 
student enrollment of 58,578 and is characterized as an urban school district. The 
average per pupil expenditure is $7,100.00; the average teacher salary is $55,964.00. 
School District A has 69 elementary schools, 16 middle schools and 11 high schools. 
Two elementary schools arc year-round schools. 
School District B has a student enrollment of 98,728 and is characterized as an 
urban school district. The average per pupil expenditure is $4,560.00; the average 
teacher salary is $47,606.00. School District B has 81 elementary schools, 32 middle 
schools, and 16 high schools. Two elementary schools arc year-round schools. 
School A 
In School A, 82.3% of the total school population meets the federal guidelines for 
free or reduced meals based on household size and income. The kindergarten through 
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grade 5 enrollment is 495. The school's student population is 98.6% black. 0.2% while. 
0.4% Hispanic, and 0.8% multi-racial. 
In terms of student performance, 69% of fourth-grade students met or exceeded 
standards on the state-mandated Georgia Criterion-Referenced C Competency Tests 
(CRCT) in the reading content area. Seventy-nine percent of fourth-grade students met 
or exceeded standards in the English/language arts content area; 52% ol fourth-grade 
students met or exceeded standards in the mathematics content area. 
Classroom teachers hold bachelor's and master's degrees. Twenty-one teachers 
hold bachelor's degrees; 15 teachers hold master's degrees. Thirty-four teachers arc 
females; two teachers are males. The average service time of School A teachers is 13.33 
years. Two teachers are beginning teachers, fifteen teachers have 1-10 years of teaching 
experience and 8 teachers have 11-20 years of teaching experience. Eight teachers have 
20-30 years of teaching experience and three teachers have more than 30 years of 
teaching experience. 
SchoolB 
In School B, 96.2% of the total school population meets the federal guidelines for 
free or reduced meals based on household size and income. The kindergarten through 
grade 5 student population is 444. The school's population is 91.4% black. 3.8% white, 
2.3% Hispanic, and 2.5% multi-racial. 
In terms of student performance, 84% of fourth-grade students met or exceeded 
standards on the state-mandated Georgia Criterion-Referenced C ompetency Tests 
(CRCT) in the reading content area. Eighty-three percent of fourth-grade students met or 
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exceeded standards in the English/language arts content area; 63% of fourth-grade 
students met or exceeded standards in the mathematics content area. 
Classroom teachers hold bachelor's, master's, and doctorate degrees. Nineteen 
teachers hold bachelor's degrees; 16 teachers hold master's degrees; 1 tea cher holds the 
doctorate degree. Thirty-one teachers are females, and five teachers arc males. I he 
average service time for School B teachers is 11.64 years. Eighteen teachers have 1-10 
years of teaching experience, and 12 teachers have 11-20 years of teaching experience. 
Six teachers have 21 -30 years of teaching experience. 
School C 
In School C, 99.7% of the total school population meets the federal guidelines for 
free or reduced meals based on household size and income. Ehc kindergarten through 
grade 5 enrollment is 308. The school's population is 98.7% black and 1.3% white. 
In terms of student performance, 70% of fourth-grade students met or exceeded 
standards on the state-mandated Georgia Criterion-Referenced Competency Tests 
(CRCT) in the reading content area. Sixty-four percent of fourth-grade students met or 
exceeded standards in the English/language arts content area; 59% of fourth-grade 
students met or exceeded standards in the mathematics content area. 
Classroom teachers hold bachelor's, master's, and specialist degrees. Sixteen 
teachers hold bachelor's degree; 14 teachers hold master's degrees; 3 teachers hold 
specialist degrees. Twenty-seven teachers are females, and six teachers arc males. The 
average service time for School C teachers is 12.73 years. Eighteen teachers have 1-10 
years of teaching experience, and five teachers have 11 -20 years of teaching experience. 
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Eight teachers have 21-30 years of teaching experience, and two teachers have more than 
30 years of teaching experience. 
School D 
In School D, 74.2% of the total school population meets the federal guidelines for 
free or reduced price meals based on household size and income. The kindergarten 
through grade 5 enrollment is 555. The school's student population is 91.7% black, 1.4% 
white, 0.5% Hispanic, 4.9% Asian, and 1.4% multi-racial. 
In terms of student performance, 75% of fourth-grade students met or exceeded 
standards on the state-mandated Georgia Criterion-Referenced Competency Tests 
(CRCT) in the reading content area. Sixty-six percent of fourth-grade students met or 
exceeded standards in the English/language arts content area; 62% of fourth-grade 
students met or exceeded standards in the mathematics content area. 
Classroom teachers hold bachelor's, master's, and specialist degrees. Twenty 
teachers hold bachelor's degrees, and 23 teachers hold master's degrees. I wo teachers 
hold specialist degrees. Forty-one teachers are females, and four teachers are males. The 
average service time for School D teachers is 8.73 years. Four teachers are beginning 
teachers. Thirty-one teachers have 1-10 years of teaching experience, and three teachers 
have 11-20 years of teaching experience. Six teachers have 21-30 years of teaching 
experience, and one teacher has more than 30 years of teaching experience. 
Sampling Procedures 
The sample for this study included 100 teachers and 93 parents from four 
elementary schools implementing year-round calendars in two urban school districts. All 
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through grade 5 enrollment is 555. The school's student population is 91.7% black, 1.4% 
white, 0.5% Hispanic, 4.9% Asian, and 1.4% multi-racial. 
In terms of student performance, 75% of fourth-grade students met or exceeded 
standards on the state-mandated Georgia Criterion-Referenced Competency Tests 
(CRCT) in the reading content area. Sixty-six percent of fourth-grade students met or 
exceeded standards in the English/language arts content area; 62% of fourth-grade 
students met or exceeded standards in the mathematics content area. 
Classroom teachers hold bachelor's, master's, and specialist degrees. Twenty 
teachers hold bachelor's degrees, and 23 teachers hold master's degrees. Two teachers 
hold specialist degrees. Forty-one teachers are females, and four teachers arc males. The 
average service time for School D teachers is 8.73 years. Four teachers are beginning 
teachers. Thirty-one teachers have 1-10 years of teaching experience, and three teachers 
have 11 -20 years of teaching experience. Six teachers have 21-30 years of teaching 
experience, and one teacher has more than 30 years of teaching experience. 
Sampling Procedures 
The sample for this study included 100 teachers and 93 parents from four 
elementary schools implementing year-round calendars in two urban school districts. All 
teachers (n = 148) and an appropriate proportion of randomly selected parents (/» - 148) 
were asked to participate. 
Working with Human Subjects 
The study involved teachers and parents from four elementary schools in two 
urban school districts. The sites were selected because they had year-round schools. The 
exact sites were not revealed in the context of the study. Appropriate administrative 
approval was secure prior to project initiation. 
The study involved no danger or risks to the participants in that no deception 
tactics were employed. Participation in the study was voluntary. All potential subjects 
had the right to refuse participation at any time. 
Confidentiality of participants was maintained, and no names were attached to the 
School Effectiveness Questionnaires. A coding numbering system was utilized to assure 
anonymity. The code number for each instrument was the only identifying information 
on all data. The data were stored in a locked drawer. 
Instrumentation 
Baldwin. Coney, I Srdig, and Thomas' (1993) School Effectiveness 
Questionnaires (SEQ) were the survey instruments selected to assess teachers' and 
parents' perceptions of the extent that Edmonds (1979) effective schools characteristics 
exist in the year-round education program. The instrument can be used to collect 
information on 11 fundamental factors of school effectiveness which can be used to guide 
efforts to develop and implement educational practices that will improve the overall 
effectiveness of the school environment. The 11 factors are: instructional leadership, 
clear focused mission, safe and orderly environment, positive school climate, high 
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expectations, frequent assessment/monitoring of student achievement, emphasis on basic 
skills, maximum opportunities for learning, parent/community involvement, strong 
professional development, and teacher involvement in decision making. 1 he teacher and 
parent questionnaires contain 54 and 42 statements, respectively, to which each 
respondent is asked to indicate the extent of agreement. Each statement requires a 
judgment or calls for an opinion about the way a school functions (ERIC C learinghouse 
on Assessment and Evaluation, 1995). The breakdown of items on each one of the 
subscales is presented in Table 1. 
Table 1 
Relationship of Statements to Characteristics 
Characteristics 
1. Effective instructional leadership 
2. Clear and focused mission 
3. Safe and orderly environment 
4. Positive school climate and high expectations 
5. Frequent assessment/Monitoring of student 
achievement 
6. Maximum opportunities for learning 
7. Parent/Community involvement 


















Teachers, parents, and students are given varying numbers of Eikert-typc items to 
respond to: grades 5-8 respond to 36 items, each with a range of 1-3 (1 = Disagree, 2 = 
No Opinion, 3 = Agree); grades 9-12 respond to 48 items each scored 1-5(1 = Strongly 
Disagree, 5 = Strongly Agree); parents respond to 42 items and teachers to 54 items (both 
scored on the same 1-5 scale as grades 9-12). According to the manual, higher scores 
suggest more effective schools (Impara & Blake, 1998). 
Reliability and Validity 
Mitchell Harwell, Associate Professor of Psychology in Education. University of 
Pittsburg, reported in the Mental Measurements Yearbook (1995) that a committee-
developed form of the SEQ was piloted using students, parents, and teachers in 10 
schools, with all grade levels represented. Coefficient alpha reliabilities are reported for 
these data for each group of respondents on each subscale as well as a total score. These 
coefficients are quite high (.94) for parents and teachers and noticeably lower for students 
(.77). Intercorrelations among subscales are also reported for teachers (N = 86) and are 
said to be representative of patterns observed for students; no reliability information is 
reported for the parent form. No validity evidence is reported in the manual. The last 
section of the manual is entitled, "Using the Results to Improve School Effectiveness" (p. 
41) and suggests that SEQ scores can guide efforts to improve school effectiveness 
(Impara & Blake, 1998). 
Data Collection Procedures 
This study focused on gathering information using a written survey. A package of 
materials was hand-delivered to the respective schools. The package included (a) a cover 
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letter explaining the purposes of the study, (b) questionnaires, (c) directions for 
administration, and (d) addressed stamped return envelopes for teachers' and parents' 
responses. Parents and faculty were told in the cover letter that the survey information 
would be kept confidential. They were also told in the cover letter that no teachers , 
parents', or school's names will be used in the reporting of the data. 
Procedures for the administration of the teacher questionnaires were standardized 
to reduce the possibility of invalid responses. The primary approach for survey collection 
was to distribute and collect all teacher questionnaires at their regular faculty meetings. 
Parent liaisons provided a list of parents from school records. Parent surveys were 
mailed. The principals collected the completed instruments and forwarded them to the 
researcher. 
Data from the four elementary schools were collected by September of 2003. The 
return rate of questionnaires can be found in Chapter VI, 1 able 2. 
Administrative Procedure 
Initially, permission was obtained from the superintendents of the selected school 
districts to survey their teachers and parents. Once superintendents granted authorization, 
principals were contacted by mail requesting permission to survey teachers and parents. 
Anonymity was assured and respondents were provided an opportunity to indicate if they 
wished to receive a copy of the summary of the findings. To conduct the study, a 
colleague was asked to be a contact source in one selected school district; as a school 
district employee, the researcher had access within the other selected school district. 
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r. Statistical Applica!!ons . ;· ... 
The Statistical Package for the Social Sciences (SPSS Version 11.0 for Windows) 
• I I \.1) 
was used to analyze data for this study. Descriptive analyses, including frequencies, 
percentages, means, BJ!d,standard deviations, were used to organize and summ�.the 
'data. Multiple analysis of variance (MANOVA) and analysis ofvapance (ANOVA) 
were used to generate comparative data. An alpha level of .05 was 11Sed in determining 
statistical significance. Figure 3 presents the statistical analyses that were � to' test . . • 
each hypothesis needed to answer the research questions developed for this study. 
I I � ' 
I , ,, I [ • 
" 
,· 
Hvnothesis Variables ' Statistical Analysis 
'. 
I. What are teachers' perceptions of the effectiveness of year-round schools?
No hypothesis was formulated; a Item and subscale scores 
descriptive rather than an 
inferential approach will be 
I Frequencies, percc:ntagcs, means, 
standard deviations, etc. 
- -
2. What are parents• ocn:eutions of the effcc:tivencss of year-round schools?
. .  , . . . .
No hypothesis fonnulatcd; a 
descriptive approach will be 








Frequencies, percentages, means, 
standard deviations. etc. 
-- . . 
'· 
-
• � ! 
·t. ,-' . 
Hypothesis 
• 
Variable . 1 • 
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Statistical Analysis 
3. Are there differences among teachers' and parents' perceptions of the effectiveness of year-ro1,111d schools os
dctcnnined by the following seven effective school correlates (ESC): (a) effective instructional leadership,
(b) clear and focused mission, (c) safe and orderly environment, (d) positive school climate and high
cxpc:ctalions, (e) frequent assessment/monitoring of student achievement, (f) maximum opportunities for 
lcamin� and (g) parent/community involvement?
Ho I: There is no statistically 
significant ditrerencc 
between tcachcrs' and 
pamtts' perceptions of the 
effectiveness of year-round 
schools, as dctcnnincd by 
the following effective 
school correlates (ESC): (a)
effective instructional 
leadership, (b) clear and 
focused mission, (c) safe 
and orderly environment., 
(d) positive scho l climate










2. Clear and focused mission
3. Safe and orderly
environment













Multiple analyses of variance 
(MANOV A) were used to detcnnine 
if there is a difference between the 
two groups on the subscale scores 
measuring effective instructional 
leadership, clear and focused 
mission, safe and orderly 
environment, positive school climate 
and high c:xpc:ctations, frequent 
assessment/monitoring of student 
achievement, maximum opportunities 
for learning. and parent/community 
involvement If a statistically 
significant result is obtained on the 
MANOV A, the univariate F tests 
were examined to dctcnninc which of 
the dependent variables differ 
between the two groups. 
4. Are there diffcrenccs among respondents' perceptions oftbe effectiveness of year-round schools on each 
ESC with regard to the followinit detnoSU'BPhic: �e. gender, ethnicity, and years in the school district?
Hol,: There arc statistically 
significant diffctenCCS 
among respondents' 
perceptions of the 
effectiveness of year-round 
schools on each effective 
schools correlate with 
respect to the following 
dc:mogmphic: age, gender, 
ethnicity. and years in the 
school district. 




2. Clear and focused mission
3. Safe and orderly
environment













• Y cars in the School District
Multiple analyses of variance 
(MANOV A) were used to detcnnine 
if there is a difference between/ 
among comparison groups on the 
subscale scores measuring effective 
instructional leadership, clear and 
focused mission, safe and orderly 
environment, positive school climate 
and high expectations, frequent 
assessment/monitoring of student 
achievement, maximum opportunities 
for learning. and parent/community 
involvement If a statistically 
significant result is obtained on the 
MANOV A, univariate F tests were 
examined to determine which of the 
dependent variables differ between/ 
among comparison groups. ANOVA 
was pcrf ormed to dctcnnine 
differences in age categories on the 
seven subscale scores. 
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Delimitations 
L. The scope of the study focused on four urban year-round elementary schools.
2. School effectiveness was measured by the School Effectiveness Questionnaire.
3. The study was limited to a random sample of parents with students in four
elementary schools, hut it included all teachers employed at the schools during the 2003-
2004 academic school year. 
Summary 
This chapter provided specific information on the research desi� description of 
the setting, sampling procedures, working with human subjects, instrumentation, data 
collection procedures, administrative procedure, statistical applications, and 
delimitations. The purpose of the study was to determine and compare the perceptions of 
teachers and parents regarding the effectiveness of year-round schools. The study design 
was descriptive in nature. The population consisted of teachers and parents of four 
elementary schools implementing year-round calendars. Each participant completed a 
statistically reliable and valid questionnaire; background variables were also obtained. 
Data analysis was done with SPSS. MANOV A and frequency distributions were used to 
analyze the data. A number coding system was utilized to protect the confidentiality of 
participants. The following chapter will focus on the analysis of data. 
� 
r 
I ' . 
CHAPTERV 
ANALYSIS OF THE DATA 
Introduction 
The purpose of the study was to detennine and compare the perceptions of 
teachers and parents regarding the effectiveness of selected year-round elementary , 
schools in two urban school districts. Teachers' and parents' perceptions regarding the 
effectiveness of year-round schools were also compared based on four demographic 
variables: age, gender, ethnicity, and years in the school district. 
The data analysis procedures and results will be presented in this chapter. The 
topics to be included in this chapter are: (a) descriptive characteristics of the teachers and 
parents in the sample, (b) results of analyses to address research questions and related 
hypotheses, and (c) a summary of the analysis. 
Description of the Sample 
The description of the sample consists of demographic variables on the teachers 
and parents. The demographic data are presented in tabular and narrative forms. 
Response Rate 
Questionnaires were received from I 00 teachers for a 67 .57% response rate and 
93 parents for a 62.84% response rate. The combined response rate was 65.20% (see 

























A 8 10 
B 37 32 
C 37 30 
D 18 21 





Percent returned Percent of total 
Retumed(n) of sent returned 
100 61.51 51.81 
• ,1 
93 62.84 48.19 
193 65.20 100.00 
Percent of total Percent returned 
received ofNsent 
Teachers Parents Teachers Parents 
8.00 10.75 27.59 34.48 
37.00 34.41 84.09 72.73 
37.00 32.26 100.00 81.08 




Demographic Characteristics of the Sample 
Demographic information was collected for the following: (a) gender, (b) age, (c) 
ethnicity, and (d) years in the school district. The information was collected in order to 
,,, 
. ' 
obtain a profile of the teachers and parents. 
Gender. 
.-
According to gender, 13 (13.0%) teachers were male and 87 (87.0%) were female. 
Thirteen (14.0%) parents were male and 80 (86.0%) were female (see Table 4). 
Table4 
Gender by Group Membership 
i' 
Teachers Parents Total Samp_le 
Gender Number Percent Number Percent Number Percent 
,· 
Male 13 13.0 13 14.0 26 13.5 
Female 87 87.0 80 86.0 167 86.5 
Total 100 100.0 93 100.0 193 100.0 
Age. 
Data pertaining to age were collected as a continuous variable but due to the low 
frequencies in cells, the data were collapsed into the following categories: 20-29 years, 
30-39 years, 40-49 years, and 50 or more years of age. One age category (5o+ years) was
deleted from this study due to low representation within this sample (see Table 5). 
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Table 5 
Age of Participants by Group Membership 
Teachers Parents Total SamJ!le 
Age Number Percent Number Percent Number Percent 
20-29 years 21 25.3 26 38.2 47 31.1 
30-39 years 19 22.9 33 48.5 52 34.4 
40-49 years 29 24.1 8 11.8 28 18.5 
50+ years 23 27.7 I 1.5 24 15.9 
! 1,, -f • •  
Total 83 100.0 68 100.0 151 100.0 
Note. Seventeen teachers and 25 parents did not indicate their ages. : ,, • i • 1• 
Ethnicity. '1. ., 
Due to insufficient representation of participants from other ethnic categories, the 
ethnic categories of Other (n = IO) and Native American/Alaskan Native (n = 4) were 
collapsed into the white or Caucasian ethnic category. The ethnic categories of Hispanic 
(n = 7) and Asian/Pacific Islander (n =4) were collapsed into the black or African 
American ethnic category. Slightly more than two thirds (68.0%) of the teachers,were 
black and slightly less than one third (32.0%) of the teachers were white. About 8 out of 
every 10 (79.6%) parents were black, and about 2 out of every 10 (20.4%) were white 
(see Table 6). !, ' !\ 





Table 6 . ' ·, .. l" - ·•' ' -,u � l '-' ,. r t_, • ;1 \,., 
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Race by Group Membership i'_ �r-· ,,,•iJ ,···ne'· :b:.'.t> 11 1\ i·,•r='·' '!'I'' ':'"• '':i-<" 0' 1> 
Teachers Parents Total Sam,ele 
Gender Number Percent Number Percent Number Percent 
' 
Black 68 68.0 74 79.6 142 73.6 
White 32 32.0 19 ., t . .', 20.4 51' ! : . · r 26.4 
Total 
I • 
100 100.0 93 ·� 100.0. ,, 193
, ,· 
Years in the school district. 
'.
The range of responses for years in the district ranged from 7 .5% of the 
• l




� . , i 
,1 
respondents (n = 129) who lived in the school district 1-10 years. Table 7 provides 
additional information. j , _t
-. 1 .. ��� l ,·.,n�, 4 f, U_ '(h
Research Questions and Hypotheses ' · ,!·1. 
The results of the analysis used to answer the research questions developed' for 
this study and test their associated hypotheses are presented in this section. · :All decisions 
on the statistical significance of the findings were made using an alpha-level of .05. 
Research Question 1 • • •  1 i I 11 ' . \ 1·, 
What are teachers� perceptions of the effectiveness ofyear-round'schools, as 
determined, by the following seven effective schools correlates (ESC): (a) Effective 
instructional leadership; (b) clear and focused mission; ( c) safe and orderly environment; 
(d) positive school climate-and high expectations; (e) frequent assessment/monitoring of
r t" l 'i .. "'-, 
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student acbievement;(t) maximum opportunities for learning; and·(g) parent/community 
involvement? , A descriptive approach rather than an inferential approach was .used to 
answer. this question.• 
Table 7 ,,.• ,, 't1! fjl 
Years in the School District by Group Membership 
I •' •• 
fl. f 
J . •  , • '
Years in Teachers Parents Total Sample 
District Number Percent Number Percent Number Percent 
1-10 years 50 56.8 79 92.9 '1 129 · 74.6
11-20 years 27 30.7 4 4.7 ' •·. 31 I 17.9
21-30 years 11 ':. ·12.5 2 2.4 ·13 7.5 
Total ,. 88 . • 100.0 85 100.0 173 100.0 
I �, • 
Note. Twenty respondents did not indicate the number of years in the school district. 




or disagreed with the statements describing particular aspects of the school community as 
they applied to their schools. Teachers used the following Likert scale to respond: 1 
(Strongly Disagree);.2 (Disagree); 3 (Neutral); 4 (Agree); and 5 (Strongly Agree). 
In order to answer Research Question 1, means and standard deviations were 
I I • I. 
calculated for each factor of school effectiveness. As shown in Table 8, the lowest mean 
.•• I I • I J 1 � ( I 
was for effective s�hools correl�te (ESC) 7, Parent/Community Involvement, at .06. The 
highest mean was for ESC 5, Frequent Assessment/Monitoring of Student Achievement, 
I ' "' ' I i 
at 4.45. The largest standard deviation was for ESC 4, Positive School Climate and High 





indicates greater disagreement about particular aspects of the school community. As can 
be seen from an examination of Table 8, teachers perceived year-round.schools' 
effectiveness very favorably. The reader is encouraged to refer to Appendix A for a 
representation ·of means and standard deviations for all questions. 
Table 8 
,.
Teachers' Perception Mean Scores for Levine and Lezotte 's (1995) Seven Effective 
Schools Co"elates ' I
Standard Sample 
Variable 
Effective instructional leadership 
Clear and focused mission 
Safe and orderly environment 
Climate and high expectations 
Frequent assessment/Monitoring of student 
achievement 




























Note. Higher scores indicate more favorable perceptions regarding school effectiveness. 
·'
Results were calculated using a four-point scale (1 = strongly disagree; 2 = disagree; 3 =
neutral; 4 ..., agree; 5 =t strongly agree).
Percentage frequencies for teachers' responses pertaining to each factor of school 
effectiveness are presented in Tables 9-14. 
� 
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Effective instructional leadership. 
As shown in Table 9, slightly more than 9 out of every 10 teachers (92.0%) either 
agreed or strongly agreed with the statement, "Administrators know the school and 
district curriculum." Almost 9 out of every 10 teachers (86.0%) either agreed or strongly 
agreed with the statement, "Communication between the faculty and administration is 
frequent" 
Approximately three fourths of the teachers (74.0%) either agreed or strongly 
agreed with the statement, "Instructional decisions for the school are based on input from 
the community, teachers, and administrators." Slightly more than 8 out of every 10 
teachers (83.0%) either agreed or strongly agreed with the statement, "The principal is 
involved in the instructional process. 
Almost 9 out of every 10 teachers (85.9%) either agreed or strongly agreed with 
the statement, "The principal and teachers make instructional effectiveness the highest 
priority in the school." About 9 out of every 10 teachers (90.90/o) either agreed or 
strongly agreed with the statement, "The principal provides leadership in the 
improvement of the instructional program." 
Almost 9 out of every 10 teachers (86.9%) either agreed or strongly agreed with 
the statement, �Administrators complete fair and meaningful evaluations of each 
employee." Slightly more than 9 out of every 10 teachers (91.9%) either agreed or 






Percentage of Teachers' Responses to SEQ Questions for Effective Instructional 
Leadership 
SEQ Statements N 
1. Administrators know the 100
school and district
curriculum.




3. Instructional decisions for





4. The principal is involved 100
in the instructional
process.
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% % Strongly 
Netitral Agree agree 
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Table 9 { Continued)
SEQ Statements 








8. The principal encourages

















% % % Strongly 
Disagree Neutral Agree 
(2) (3) •' (4) (5) 
2.0 7.1 42.4 48.5 
2.0 10.1 35.4 51.5 
1.0 6.1 38.4 53.5 
Slightly more than 9 out of every 10 teachers (94.0%) either agreed or strongly 
agreed with the statement, "The school has .a plan for the yc.:ar that includes goals and 
objectives." Almost 9 out of every 10 teachers (87.7%) either agreed or strongly agreed 
with the statement, "The school plan is developed with participation by teachers and 
community members." 
Slightly,more than 8 out of every 10 teachers (81.7%) either agreed or strongly 
agreed with the statement, "Important social trends are considered in school planning." 
Almost 9 out of every 10 teachers (86.9%) either agreed or strongly agreed with the 





Almost 9 out of every 10 teachers (89.9%) either agreed or strongly agreed with 
the statement, "The goals of teachers are <:9nsistent with school and district goals." 
Almost 9 out of every 10 (88.9%) teachers either agreed or strongly agreed with the 
statement, "Teachers communicate instructional goals to students." A similar percentage 
(88.8%) either agreed or strongly agreed with the statement, "The school plan is revised, 
monitored, and reviewed periodically." A complete summary of these findings is shown 
in Table 10. 
Safe and orderly environment. 
As shown in Table 11, slightly more than 8 out of every 10 teachers (84.8%) 
either agreed or strongly agreed with the statement, "School conduct rules and procedures 
are implemented in a fair and consistent manner." A similar percentage (84.9%) either 
agreed or strongly agreed with the statement, "Disciplinary procedures are implemented 
in a fair and consistent manner." 
Approximately 7 out of every 10 teachers (70.7%) either agreed or strongly 
agreed with the statement, "Parents are involved in and support the school's disciplinary 
procedures." Almost 9 out of every 10 teachers (88.9%) either agreed or strongly agreed 
with the statement, "The physical plant is clean and well maintained." When asked if 
appropriate safety principles were taught and practiced, almost 9 out of every 10 teachers 






Percentage of Teachers' Responses to SEQ Questions for Clear and Focused Mission 
SEQ Statements 
9. The school has a plan for
the year that includes
goals and ·objectives.





11. Important social trends
are considered in school
planning.
12. Teachers and students
know the scboors
,, purpose and goals. 





















% % % Strongly 
Disagree Neutral Agree agree 
(2) (3) (4) (5)
0.0 6.1 37.4 56.6 
2.0 10.2 35.7 52.0 
2.0 14.3 49.0 32.7 
1.0 12.1 47.5 39.4 
,, 
1.0 8.1 45.5 44.4 
0.0 11.1 43.4 45.5 









Percentage of Teachers' Responses to SEQ Questions for Safe and Orderly Environment 
SEQ Statements .
16. School conduct rules and
procedures are
implemented in a fair and
consistent manner.
17. Disciplinary procedures
are implemented in a fair
and consistent manner.
18. Parents are involved in
and support the school's
disciplinary procedures.
19. The physical plan is clean
and well maintained.
20. Appropriate safety







99 0.0 8.1 
99 1.0 4.0 
99 0.0 2.0 
99 0.0 2.0 
Positive school climate and high expectations. 
% 
% % Strongly 
Neutral Agree agree 
(3) (4) (5) 
11.1 42.4 42.4 
7.1 49.5 35.4 
24.2 43.4 27.3 
9.1 50.5 38.4 
10.1 41.4 46.5 
As shown in Table 12, slightly more than 8 out of every 10 teachers (82.8%) 
either agreed or strongly agreed with the statement, "An atmosphere of respect and trust 
exists in the school.,, A similar percentage (83.0%) either agreed or strongly agreed with 
the statement, "Social and cultural differences are respected in the school." 
Eighty-five percent of teachers either agreed or strongly agreed that teachers have 





that students have a positive attitude toward their school. Eighty-nine percent of teachers 
either agreed or strongly agreed that teacher attendance is high; 81% of teachers either 
agreed or strongly agreed that student attendance is high. 
Eighty-three percent of teachers either agreed or strongly agreed that teachers are 
recognized for their accomplishments; 93% of teachers either agreed or strongly agreed 
that students are recognized for their accomplishments. 
SlightlY, more than 9 out of every 10 teachers (91. 90/o) either agreed or strongly 
agreed with the statement, "Teachers, students, and admioi"1:rators assume responsibility, 
as·appropriate, for the physical appearance of the school." A similar percentage (92.0%) 
either agreed or strongly agreed with the statement, "The school physical facilities 
contribute to a positive school climate." 
Slightly more than 9 out of every 10 teachers (91.9%) either agreed or strongly 
agreed with.the statement, "Classroom learning expectations are high, appropriate and 
achievable." A similar percentage (92.0%) either agreed or strongly agreed with the 
statement, "Expectations are communicated to faculty, support staff; students, and 
parents." 
Ninety-two percent of teachers either agreed or strongly agreed that all students, 
regardless of social or cultural differences, are expected to work toward high standards. 
Slightly more than 9 out of every 10 teachers (91.9%) either agreed or strongly agreed 
with the statement, "Expectations for students are based on a knowledge of students and 
their previous performance." Ninety percent of teachers either agreed or strongly agreed 
that high expectations are consistently maintained over time. See Table 12 for a 








21. An atmosphere.of respect
and trust exists in the
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22. Social and cultural
differences are respected
in the school.
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attitude toward their
school.





26. Student attendance is
high.,
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27. Teachers are recognized
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% % % Strongly 
Disagree Neutral Agree agree 
(2) (3) (4) (5) 
2.0 14.1 43.4 39.4 
1.0 14.0 36.0 47.0 
I 
5.0 10.0 55.0 30.0 
1.0 11.0 61.0 25.0 
1.0 10.0 48.0 41.0 
2.0 17.0 56.0 25.0 
4.0 13.0 49.0 34.0 













30. The school physical










33. All students, regardless
of social or cultural
differences, are expected
to work toward high
standards.
34. Expectations for students
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disagree Disagree Neutral 
(1)' (2) (3)
0.0 1.0 9.0




Ninety.;.two percent of teachers either agreed or strongly agreed that student 
perfonnance is regularly evaluated; 90% either agreed or strongly agreed that student 
performance is evaluated in a variety of ways. Ninety-five percent of teachers either 
agreed or strongly agreed that assessment data are regularly reported to parents; 87% 
either agreed or strongly agreed that student progress is regularly reported to parents. 
Nine�-five percent of teachers either agreed o� strongly agreed that student 
assessment data are monito� and instruction is modified to promote student learning. 
The same percentage (95.0%) either agreed or strongly agreed that students are regularly 
informed of their progress. See Table 13 for a complete summary of these findings. 
Maximum opportunities for learning. 
Ninety-two percent of teachers either agreed or strongly agreed with the 
,, 
statement, "Instruction time is used efficiently, so that students cover the expected 






of teachers either agreed or strongly agreed with the statement, "Classroom disruptions to 
instruction are kept to e. mioimwn." 
Table 13 
Percentage of Teachers• Responses for SEQ Questions for Frequent Assessment/ 
Monitoring of Student Achievement 
' I 
% % 
Strongly % % % Strongly 
disagree Disagree Neutral Agree 
SEQ Statements 
� 
N (1) (2) (3) (4) (5)·� -
36. Student performance is 100 0.0 0.0 8.0 36.0 S6.0
regularly evaluated.
3 7. Student performance is 100 0.0 2.0 8.0 38.0 52.0 
evaluated in a variety 
of ways. 
i1 
38. Assessment data are 100 0.0 0.0 s.o 45.0 50.0 
I regularly reported to
parents. f 
39. Student progress is 100 0.0 0.0 3.0 44.0 53.0 iregularly reported to I 
parents.





41. Students are regularly 100 0.0 1.0 4.0 47.0 48.0 




About three fourths (76.0%) of responding teachers either agreed or strongly 
agreed that teachers are freed from miscellaneous administrative tasks and duties so they 
can concentrate on instruction. A similar percentage (77.0%) either agreed or strongly 
agreed that the administration supports teachers in matters concerning disruptive 
students. , .
; , .Almost 9 out of every IO teachers (85.0%) either agreed or strongly agreed with 




Ninety perc�nt of teachers either agreed or disagreed with the statement, 




Ninety-�o-percent of teachers either agreed or disagreed with the statement, "Teachers 
'' 
provide students with opportunities for learning in small-group settings." See Table 14 




AlroQst.three fourths of responding teachers (74.0%) either agreed or strongly 
agreed that p�nts actively participate in establishing school policies and procedures. 
Seventy-three perc�nt of teachers either agreed or strongly agreed that parents actively 
participat� in school activities. 
Almqst 9 out Q{ e;y� IO teachers (89.0%) either agreed or strongly agreed that 
effective communication occurs with parents. Almost 8 out of 10 teachers (87.0%) either 
t I I 
( 
agreed or strongly �eed that community resources are used to support the instruction of 
students. , • • ! 
l • o � \ f
., 




Percentage of Teachers' Responses for SEQ Questions for Maximum Opportunities for 
Learning 
SEQ Statements 
42. Instruction time is
used efficiently, so







to instruction are kept
to El minimum.
44. Teachers are freed
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adm_jnistrative tasks























% % % Strongly 
Disagree Neutral Agree agree 
(2) (3) (4) (5)
0.0 8.0 53.0 39.0
5.0 19.0 46.0 27.0 
16.0 . 12.0 41.0 25.0 
3.0 18.0 47.0 30.0 










Strongly % % % Strongly 
SEQ Statements 
4 7. The curriculum is 
varied to 
accommodate needs, 











Disagree Neutral Agree agree 
(2) (3) (4) (5)
1.0 9.0 48.0 42.0 
1.0 7.0 48.0 44.0 
Slightly more than 8 out of every 10 teachers (83.0%) either agreed or strongly 
agreed that social services from available agencies are used effectively. Slightly more 
than 9 out of every 10 teachers (92.9%) either agreed or strongly agreed with the 
statement, "Parents are encouraged to support the instructional activities of the school. 
See Table 15 for a complete summary of these findings. 
In summary, teachers surveyed expressed majority (at least 700/o) agreement on 
selected aspects of the school community as applied to their schools. From a descriptive 
analysis of the School Effectiveness Questionnaire, it can be concluded that teachers have 
generally very favorable perceptions of the effectiveness of year-round schools. 
, 
Table 15 
Percentage of Teachers' Responses for SEQ Questions for Parentleommunity 
Involvement 
. 













procedures. !, 1, IL!i.l. t• .. · .. .. ·;n, .. ,�. J ,:�,.,\·.,,t..1--" , 
SO. Parents actively 
�-I ' 
participate in school 
activities. 
100 
S 1. Effective and frequent · 100
communication occurs 
,, with·parents. 
52. Community resources 100
are used to support the
instruction of students.
53. Social services from 100 
available agencies are
used-effectively.










































Research Question 2 
What are parents' perceptions of the effectiveness of year-round schools as 
determined by the following seven effective schools correlates: (a) Effective instructional 
leadership; (b) clear and focused mission; (c) safe and orderly environment; (d) positive 
school climate and high expectations; (e) frequent assessment/monitoring of student 
achievement; (t) frequent assessment/monitoring of student achievement; and (g) parent/ 
community involvement? A descriptive approach was used to answer this question. 
Respondents in the survey were asked to describe the extent to which they agreed 
or disagreed with the statements describing particular aspects of the school community as 
they applied to their schools. Parents used the following Likert scale to respond: 1 
(Strongly Disagree); 2 (Disagree); 3 (Neutral); 4 (Agree); and 5 (Strongly Agree). 
In order to answer Research Question 2, means and standard deviations were 
calculated for each factor of school effectiveness. As shown in Table I 6, the lowest 
mean was for effective schools correlate (ESC) 6, Maximum Opportunities for Learning, 
at 3.83. The highest mean was for ESC 3, Safe and Orderly Environment, at 4.02. The 
largest standard deviation was for ESC 4, Positive School Climate and High 
Expectations, at . 79. The larger standard deviation ( spread in the ratings of parents) 
indicates greater disagreement within this group about particular aspects of the school 
community. As can be seen from an examination of Table 9, parents perceive year-round 
schools' effectiveness favorably. The reader is encouraged to refer to Appendix B for a 






Table 16 ) . . 
Parents• Perception Mean Scores for Levine and Lezotte 's (1995) Seven Effective 
Schools Correl.ates 
Standard 
'• 1 \ 
Variable Means deviations 
' I 
Effective instructional leadership 3.96 .76 
Clear and focused mission 3.99 .78 
,, 
Safe and orderly environment 4.02 .73 
Climate and high expectations 4.01 .79 
I 
• ' J .. ,
Frequent assessment/Monitoring of student 3.88 .75 
achievement J � . ' \. ; ,• I I � ·, .L t 
Maximum opportunities for learning 3.83 .66 











Note. Higher scores indicate more favorable perceptions regarding school effectiveness. 
Results were calculated using a four-point scale (I = strongly disagree; 2 - disagree; 3 -
neutral; 4 = agree; 5 = strongly agree). 
Percentage frequencies for parents' responses pertaining to each factor of school 
effectiveness are presented in Tables 17-23. 
I I 
Effective instructional leadership. 
As shown in Table 17, almost two thirds of the parents (64.9%) either agreed or 
strongly agreed with the statement, "The principals and assistant principals know enough 
( ' 
about the school to provide effective leadership." A similar percentage (64.1 %) either 
�
r 
agreed or strongly agreed with the statement, "Free and open communication occurs 
among parents, faculty, and administration." 
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About one half of responding parents (53.2%) either agreed or strongly agreed 
with the statement, "Decisions about instruction are made using information from parents 
and community." Almost 7 out of 10 parents (69.6%) either agreed or strongly agreed 
with the statement, ''The principal and teachers show leadership in promoting quality 
instruction." 
Slightly more than two thirds of parents (68.8%) either agreed or strongly agreed 
with the statement, "The principal and teachers make good instruction the most important 
school priority." Slightly more than two thirds of parents surveyed ( 67.1 % ) either agreed 
or strongly agreed with the statement, "The principal is an effective leader for improving 
classroom instruction." 
Clear and focused mission. 
Almost two thirds of the parents (64.9%) either agreed or strongly agreed with the 
statement, "The school has a written plan that clearly indicates what the school is trying 
to achieve." Slightly more than one half of the parents (53.9%) either agreed or strongly 
agreed with the statement, "The school's written plan is developed with participation by 
teachers and parents." 
Almost three fourths of the parents (74.4%) either agreed or strongly agreed with 
the statement, "Parents and students are aware of school purposes and goals." About 7 
out of every 10 parents (73.3%) either agreed or strongly agreed with the statement, 
"Teachers inform students of what they are expected to learn.'' See Table 18 for a 







Percentage of Parents' Responses to SEQ Questions for Effective Instructional 
Leadership 
I.,..._ ', 
• • c\.•• 
.. 
. '· 
SEQStatements , :· 
1. The principals and
assistant principals


































Strongly % % % 
disagree Disagree Neutral Agree 
{l) (2) (3} (4) 
1.1 0.0 34.1 16.5 
2.2 3.3 30.4 23.9 
4.3 1.1 41.3 31.5 
3.3 1.1 26.1 26.1 
1.1 0.0 30.0 34.4 














Percentage of Parents' Responses to SEQ Questions for Clear and Focused Mission 
• 





% ' % % 
Disagree Neutral Agree 
(2) (3) (4) 
7. , The school has a , , , ,, 91 ; , 0.0 ' 1 · l.1
written plan that clearly
34.1 30.8 
indicates what the
school is trying to
achieve.
8. The school's written 91 
plan is developed with
participation by
teachers and parents.
9. Parents and students are 90
' aware of school
purposes and goals. 
10. Teachers inform
students of what they
are expected to learn.
90 
Safe and orderly environment. 
2.2 2.2 41.8 24.2 
2.2 1.1 22.2 32.2 









As shown in Table 19, slightly more than three fourths of the parents (75.6%) 
either agreed or strongly agreed with the statement, "Students are informed of how they 
are expected to behave in school and at school activities." Slightly more than 6 out of 
every 10 parents (62.3%) either agreed or strongly agreed with the statement, "Students 
are disciplined in a fair and consistent manner." 
73 
Almost·6 out of every 10 parents (59.4%) either agreed or strongly agreed with 
the statement, �arents are involved in and support the school disciplinary procedures." 
Slightly more than two thirds of the parents ( 67.1 % ) either agreed or strongly agreed with 
the statement, �The school buildings and grounds are clean and well maintained." 
Almost three fourths of the parents (73.7%) either agreed or strongly agreed with the 
statement, "Students are taught to act in a safe and responsible manner." 
Table 19 
Percentage of Parents' Responses to SEQ Questions for Safe and Orderly Environment 
SEQ Statements 
11. Students are informed
of how they are
, expected to behave in 
school and at school 
activities. 
12. Students are disciplined
in a fair and consistent
manner.
13. Parents are involved in
and support the school
disciplinary procedures.
14. The school buildings
and grounds are clean
and well maintained.
15. Students are taught to












% % % Strongly 
Disagree Neutral Agree agree 
{2} {3} {4} {5}
0.0 23.3 25.6 50.0 
• '
1.1 36.7, 36.7 25.6 
3.3 36.3 30.8 28.6 
1.1 30.8 24.2 42.9 








Positive school climate and high expectations. 
As shown in 'Fable 20, 62.5% of the parents surveyed either agreed or strongly 
agreed with the statement, "An atmosphere of respect and trust exists in the school." 
Almost 7 out of every 10 parents (68.8%) either agreed or strongly agreed with the 
statement, "Social and cultural differences are respected at the school." •1 ,Ir •. 
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Slightly more than 6 out of every 10 parents (64.4%) either agreed or strongly 
�ed with the statement, "Students and teachers have a positive attitude toward school." 
Slightly more than three fourths of the parents (76.4%) either agreed or strongly agreed 
with the statement, "Students are recognized for their accomplishments." 
Two thirds of the parents (66.6%) either agreed or strongly agreed with the 
statement, "School staff members and students work together to keep the school clean 
and attractive." Approximately 7 out of every 10 parents (71.1 % ) either agreed or 
strongly agreed with the statement, "Students feel that the school is a good place to be." 
Almost 7 out of every 10 parents (68.2%) either agreed or strongly agreed with 
the statement, "The teachers and staff consider the interests and needs of each student." 
Almost three fourths of the parents (73.3%) either agreed or strongly agreed with the 
statement, "Staff members set hi� but appropriate and achievable, goals for students." 
Slightly more than 6 out of every l O parents ( 62.2%) either agreed or strongly 
agreed with the statement, "Students and parents know what the school expects of them." 
Almost three fourths of the parents (73.7%) either agreed or strongly agreed with the' 
statement, "All students, regardless of social or cultural differences, are expected to work 
toward high standards." 
, •• • ,,__ t ,1 . . , •• , ,·.- • I 
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Table 20 
Percentage of Parents' Responses to SEQ Questions for Positive School Climate and 
High Expectations 
SEQ Statements 
16. An atmosphere of
respect and trust exists
in the school.
17. Social and cultural
differences are
respected in the school.
18. Students and teachers
have a positive attitude
toward school.
19. Students are recognized
for their
accomplishments.
20. School staff members
and students work
together to keep the
school clean and
attractive.
21. Students feel that the
school is a good place
to be.
22. The teachers and staff
consider the interests














% % % Strongly 
Disagree Neutral Agree agree 
(2) (3) (4) (S)
1.1 33.0 27.3 35.2
2.2 26.7 34.4 34.4 
1.1 32.2 30.0 34.4 
2.2 21.3 30.3 46.1 
2.2 31.1 32.2 34.4 
0.0 26.7 31.1 40.0 





23. Students and parents
know what the school
expects of them.
24. All students, regardless








Strongly % % 
disagree Disagree Neutral 
(1) (2) (3) 
2.2 2.2 23.3 
2.2 0.0 24.2 








Almost 7 out of every IO parents (69.3%) either agreed or strongly agreed with 
the statement, "The school keeps track of each student's performance." Sixty percent of 
parents either agreed or strongly agreed with the statement, "Student performance is 
evaluated in a variety of ways." 
Slightly more than 6 out of every 10 parents (61.6%) either agreed or strongly 
agreed with the statement, ''Parents are kept informed of how well their children are 
doing in school." A similar percentage (60.5%) either agreed or strongly agreed with the 
statement, "The school quickly informs parents when their children are not doing well." 
Slightly more than 6 out of every 10 parents (63.8%) either agreed or strongly agreed 
with the statement, "Students are kept informed of bow well they are doing in school." 
See Table 21 for a complete summary of these findings. 
Table 21 ., ' . · ,· ''''.'''
Percentage·of Parents' Responses to SEQ Questions/or Frequent Assessment/ 
Monitoring of Student Achievement· 
.. 
I• f' 
••I' . ' 
' � l • I'-
I !;\ .. 
SEQ Statements rj ..
25. The school keeps track
of each student's
performance. •• ·
26. Student performance is
evaluated in a variety of
ways. . ;
27. Parents are kept
informed of how well
their children are doing
in school.
28. The school quickly
informs parents when
their children are not
doingwell.
29. Students are kept










they are doing in .. :•
school.
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Almost 6 out of every 10 parents (58.7%) either agreed or strongly agreed with 
the statement, "Teachers spend as much time as needed on instruction." Slightly more 
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than one half of the parents (53.3%) either agreed or strongly agreed with the statement, 
"There are few disruptions to instruction in the school." �· ft I I 
About two thirds of the parents (66.3%) either agreed or strongly agreed with the 
statement, "Field trips and other activities are used appropriateiy to support instruction." 
Almost two thirds of the parents (65.6%) either agreed or strongly agreed with the 
statement, "School courses are varied to meet the different needs, interests and abilities of 
students.,, 
Almost two thirds of the parents (63.3%) either agreed or strongly agreed with the 
statement, "Students have enough oppommities to learn with and from each other." 
Almost 6 out of every 10 parents (57.6%) either agreed or strongly agreed with the 
statement, "Teachers are adequately prepared for their teaching fields." See Table 22 for 
a complete summary of these findings. 
Parent/community involvement. 
As shown in Table 23, 6 out of every 10 parents (60.9%) either agreed or strongly 
agreed with the statement, "Parents and groups of parents have a voice in school 
policies." Almost 7 out of every 10 parents (68.8%) either agreed or strongly agreed with 
the statement, "Parents and parent groups actively participate in school activities." 
Seventy percent of parents either agreed or strongly agreed with the statement, 
"Parents and school staff members often share information about students' progress and 
plans." Almost two thirds of the parents (
6
4.4%) agreed or strongly agreed with the 
statement, "Parents are encouraged to support the instructional activities of the school." 
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Table 22 
Percentage of Parents' Responses to SEQ Questions for Maximum Opportunities for 
Learning 
% % 
Strongly % % % Strongly 
disagree Disagree Neutral Agree agree 
SEQ Statements N (1) (2) (3) (4) (5) 
30. Teachers spend as 92 1.1 2.2 38.0 35.9 22.8 
much time as needed on
instruction.








33. School courses are 90 0.0 2.2 32.3 37.8 27.8 
varied to meet the
different needs,
interests and abilities of
students.
34. Students have enough 90 0.0 3.3 33.3 38.9 24.4 
opportunities to learn
with and from each
other.










Percentage of Parents' Responses to SEQ Questions for Parent/Community Involvement 
% % 
Strongly % % % Strongly 
disagree Disagree Neutral Agree agree 
SEQ Statements N {1) (2) (3) (4) (5)
36. Parents and groups of 92 3.3 3.3 32.6 32.6 28.3
parents have a voice in
school policies.
3 7. Parents and parent 90 I.I 2.2 27.8 34.4 34.4 
groups actively 
participate in school 
activities. 


















About one half of the parents (51 .1 %) either agreed or strongly agreed with the 
statement, "Parents have opportunities to get involved in the development of school 
budgets." Seventy percent of parents either agreed or strongly agreed that the school 
gives parents news about their children's accomplishments. 
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In swrunary, parents surveyed expressed majority agreement (at least 51%) on 
selected aspects of the school community as applied to their schools. From a descriptive 
analysis of the School Effectiveness Questionnaire, it can be concluded that parents have 
generally favorable perceptions of the effectiveness of year-round schools. 
Research Question 3 
Are there differences between teachers' and parents' perceptions of the 
effectiveness of year-round schools as determined by the following seven effective 
schools correlates (ESC): (a) Effective instructional leadership; (b) clear and focused 
mission; ( c) safe and orderly environment; ( d) positive school climate and high 
expectations; (e) frequent assessment/monitoring of student achievement; (t) maximum 
opportunities for learning; and (g) parent/community involvement? 
Research Question 3 was answered by testing the first null hypothesis: 
Hol: There is no statistically significant difference between teachers' and parents' 
perceptions of the effectiveness of year-round schools, as determined by the 
following effective schools correlates: (a) Effective instructional leadership, (b) 
clear and focused mission, (c) safe and orderly environment, (d) positive school 
climate, (e) frequent assessment/monitoring of student achievement, (f) maximwn 
opportunities for learning, and (g) parent/community involvement. 
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Multiple Analysis of Variance (MANOVA), using SPSS' General Linear Model 
(OLM), was utilized to produce findings for this research question. MANOVA was used 
to compare ratings on the seven subscales measuring perceptions of the effectiveness of 
year-round schools between teachers and parents. 
Multiple Analysis of Variance (MANO VA) was computed using Wilk's Lambda, 
Pillai's Trace, Hotelling's Trace, and Roy's Greatest Root. Hotelling's Trace is the 
MANOV A statistic reported in this research. 
A Hotelling's Trace of .288 was obtained on this analysis. The associated F ratio 
of 7.500 was statistically significant at an alpha level of .05 with 7 and 182 degrees of 
freedom. Based on this finding, there was a significant difference in the two groups 
(teachers, parents) relative to their perceptions toward the effectiveness of year-round 
schools. The results of the analysis are presented in Table 24. 
Table 24 
Multiple Analysis of Variance for School Effectiveness Correlates by Group Membership 
Hotelling' s 
Effect r F 
School effectiveness .288 7.500 
... p < .001. 
Hypothesis Error Eta 
df 
7 
df p squared 
1&2 .ooo••• .224 
To determine which of the seven subscales were contributing to the significant 





As evidenced by the univariate F tests, Effective Instructional Leadership, Clear 
and Focused Mission, Positive School Climate and High Expectations, Frequent 
Assessment /Monitoring of Student Achievement, and Maximum Opportunities for 
Leaming were contributing to the statistically significant difference found in the 
MANOVA. 
The obtained F ratio of 15.65 on the Effective Instructional Leadership subscale 
was statistically significant at an alpha level of .05 with 1 and 188 degrees of freedom. 
Partial Eta squared for the Effective Instructional Leadership variable indicated that about 
7.7% of the total variation was explained by group membership designation. 
The obtained F ratio of 10.166 on the Clear and Focused Mission variable was 
statistically significant at an alpha level of .05 with 1 and 188 degrees of freedom. Partial 
Eta squared for the Clear and Focused Mission variable indicated that about 5.1 % of the 
total variation was explained by group membership designation. 
The obtained F ratio of 7 .622 on the Positive School Climate and High 
Expectations variable was statistically significant at an alpha level of .05 with 1 and 188 
degrees of freedom. Partial Eta squared for the Positive School Climate and High 
Expectations variable indicated that about 3.9% of the total variation was explained by 
group membership designation. 
The obtained Fratio of 38.063 on the Frequent Assessment/Monitoring of Student 
Progress variable was statistically significant at an alpha level of .05 with 1 and 188 
degrees of freedom. Partial Eta squared for the Frequent Assessment/Monitoring of 
Student Progress variable indicated that about 16.8% of the total variation was explained 
by group membership designation. 
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Table 25 
Univariate F Tests: School Effectiveness Correlates 
Mean Eta 
Source df Square F p squared 
Effective instructional leadership 1/188 6.900 15.650 .000*** .077 
Clear and focused mission 1/188 4.622 10.166 .002** .051 
Safe and orderly environment 1/188 1.012 2.238 .136 .012 
Positive school climate/high expectations 1/188 4.001 7.622 .006** .039 
Frequent assessment/monitoring of 1/188 15.565 38.063 .000*** .168 
student achievement 
Maximum opportunities for learning 1/188 3.217 8.415 .004** .043 
Parent/community involvement 1/188 1.434 3.314 .070 .017 
**p < .01. ***p < .001. 
The obtained F ratio of 8.415 for the Maximum Opportunities for Learning 
variable was statistically significant at an alpha level of .05 with 1 and 188 degrees of 
freedom. Partial Eta squared for the Maximum Opportunities for Learning variable 
indicated that about 4.3% of the total variation was explained by group membership 
designation. 
For the Safe and Orderly Environment variable, the ANOVA determined no 
statistically significant difference at the .05 level between teachers and parent, F(l, 188) 
:..: 2.238, p = .136. For the Parent and Community Involvement variable, the ANOV A 
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detennined no statistically significant difference at the .05 level between teachers and 
parents,F(l , 188)=3.314,p=.070. 
To further examine these findings, descriptive statistics were obtained for each of 
the subscale ratings. Table 26 presents the results of the analysis. Teachers had 
significantly higher scores (M = 4.32, SD= .57) for the Effective Instructional Leadership 
subscale than parents (M:z 3.94, SD= .75). Teachers had significantly higher scores (M
= 4.30, SD= .55) for the Clear and Focused Mission subscale than parents (M == 3.99, SD
= . 78). Teachers had significantly higher scores (M = 4.30, SD= .66) for the Positive
Schoo] Climate and High Expectations subscale than parents (M= 4.01, SD= .79). 
Teachers had significantly higher scores (M = 4.45, SD = .52) for the Frequent 
Assessment/Monitoring of Student Achievement subscale than parents (M= 3.88, SD=
. 75). Teachers had significantly higher scores (M = 4.08, SD- .58) for the Maximum
Opportunities for Learning subscale than parents (M= 3.82, SD O .66). 
The Safe and Orderly Environment and Parent/Community Involvement subscales 
did not differ significantly between the two groups. Teachers had a mean score of 4.17 
(SD= .62) on the Safe and Orderly Environment subscale, which was similar to that of 
parents (M = 4.02, SD"". 73). On the Parent/Community Involvement subscale, teachers 
had a higher score (M= 4.05, SD= .59) than parents (M= 3.88, SD""" .73). 
Based on these findings, Ho I : was rejected. There were significant differences 
between the perceptions of parents and teachers with respect to the Effective Instructional 
Leadership, Clear and Focused Mission, Positive School Climate and High Expectations, 
Frequent Assessment/Monitoring of Student Achievement, and Maximum Opportunities 
variables. 
Table 26 
Means and Standard Deviations by School Effectiveness Correlates and Group 
Membership 
School Effectiveness Correlates 
M 
Effective instructional leadership* 4.32 
Clear and focused mission• 4.30 
Safe and orderly environment 4.17 
Climate and high expectations• 4.30 
Frequent assessment/Monitoring of 4.45 
student achievement* 
Maximum opportunities for learning• 4.08 
Parent/Community involvement 4.05 
•subscales showing significant differences.











n M SD 
99 3.94 .15 
99 3.99 .78 
99 4.02 .73 
99 4.01 .79 
99 3.88 .75 
99 3.82 .66 










Are there differences among respondents' perceptions of the effectiveness of 
year-round schools on each school effectiveness correlates with regard to the following 
demographics: gender, age, ethnicity, and years in the district? Multivariate analysis of 
variance (MANOV A) using SPSS' General Linear Model (OLM) program was utilized 
to produce findings for this research question. 
Research Question 4 was answered by testing the second null hypothesis: 
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H02: There are no statistically significant differences among respondents' perceptions 
of the effectiveness of year-round schools on each effective schools correlate 
(ESC) with regard to the following demographics: gender, age, ethnicity, and 
years in the school district. 
MANOV A was used to compare the ratings on the seven subscales (Effective 
Instructional Leadership, Clear and Focused Mission, Safe and Orderly Environment, 
Positive Climate and High Expectations, Frequent Assessment/Monitoring of Student 
Achievement, Maximum Opportunities for Learning, and Parent/Community 
Involvement) between male respondents and female respondents. The results are 
presented in Table 27. 
A Hotelling's Trace of .039 was obtained on this analysis. The associated F ratio 
of 1.009 was not statistically significant at an alpha level of .05 with 7 and 182 degrees of 
freedom. Based on this finding, there was no difference in the two groups relative to 
their perceptions of the effectiveness of year-round schools. That is, the MANOV A 
findings indicated no significant differences among respondents' ratings on the seven 
subscales (Effective Instructional Leadership, Clear and Focused Mission, Safe and 
Orderly Environment, Positive Climate and High Expectations, Frequent 
Assessment/Monitoring of Student Achievement, Maximum Opportunities for Leaming, 
and Parent/Community Involvement) with regard to gender. 
To further examine the lack of differences, descriptive statistics were obtained for 
each school effectiveness correlate for by gender (see Table 28). As shown in Table 28, 




Multiple Analysis of Variance for School Effectiveness Correlates by Gender 
Hotelling's 
Effect r F 








Means and Standard Deviations by School Effectiveness Correlates and Gender 
Females Males 
School Effectiveness Correlates 
SD n M SD n 
Effective instructional leadership 4.15 .66 164 4.05 .84 26 
Clear and focused mission 4.16 .69 164 4.10 .72 26 
Safe and orderly environment 4.10 .67 164 4.09 .72 26 
Climate and high expectations 4.16 .75 164 4.17 .65 26 
Frequent assessment/Monitoring of 4.20 .67 164 4.00 .86 26 
student achievement 
Maximum opportunities for learning 3.95 .61 164 3.99 .74 26 
Parent/Community involvement 3.99 .64 3.86 3.79 .73 26 
MANOVA was used to compare respondents' ratings on the seven subsca)es 
(Effective Instructional Leadership, Clear and Focused Mission, Safe and Orderly 
Environment, Positive Climate and High Expectations, Frequent Assessment/Monitoring 
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of Student Achievement, Maximum Opportunities for Leaming, and Parent/Community 
Involvement) according to age. The results are presented in Table 29. 
A Hotelling's Trace of .257 was obtained on this analysis. The associated F ratio 
of 1.697 was statistically significant at an alpha level of .05 with 21 and 416 degrees of 
freedom. 
Table 29 
Multiple Analysis of Variance for School Effectiveness Correlates by Age 
Hotelling's 
Effect r F 
School effectiveness .257 1.697 
*p< .05.
Hypothesis Error Eta 
df 
21 
df p squared 
416 .028* .079 
To determine which of the seven subscales were contributing to significant 
findings, univariate F tests were interpreted. The results of the analysis are presented in 
Table 30. 
As evidenced by the univariate F tests, Effective Instructional Leadership, Safe 
and Orderly Environment, Positive School Climate and High Expectations, Frequent 
Assessment/Monitoring of Student Achievement, and Maximum Opportunities for 
Leaming were contributing to the statistically significant difference found in the 
MANOV A. The obtained F ratio of 1.630 on the Effective Instructional Leadership 
subscale was statistically significant at an alpha level of .05 with 3 and 146 degrees of 
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freedom. Partial Eta squared for the Effective Instructional Leadership variable indicated 
that about 7 .5% of the total variation was explained by age. 
The obtained Fratio of3.l 18 on the Safe and Orderly Environment subscale was 
statistically significant at an alpha level of .05 with 3 and 146 degrees of freedom. Partial 
Eta squared for the Safe and Orderly Environment variable indicated that about 6.0% of 
the total variation was explained by age. 
The obtained Fratio of2.877 on the Positive School Climate and High 
Expectations variable was statistically significant at the .05 level with 3 and 146 degrees 
of freedom. Partial Eta squared for the Positive School Climate and High Expectations 
variable indicated that about 5.6% of the total variation was explained by age. 
The obtained Fratio of 1.471 on the Frequent Assessment/Monitoring of Student 
Achievement variable was statistically significant at the .05 level with 3 and 146 degrees 
of freedom. Partial Eta squared for the Frequent Assessment/Monitoring of Student 
Achievement indicated that about 6.9% of the total variation was explained by age. 
The obtained F ratio of 1.948 on the Maximwn Opportunities for Learning 
variable was statistically significant at the .05 level with 3 and 146 degrees of freedom. 
Partial Eta squared for the Maximwn Opportunities for Learning variable indicated that 
about 10.5% of the total variation was explained by age. 
To further examine these findings, descriptive statistics were obtained for each 




Univariate F Tests: School Effectiveness Correlates and Age 
Mean Eta 
Source df Square F p squared 
Effective instructional leadership 3/146 1.630 3.926 .010* .075 
Clear and focused mission 3/146 .800 1.835 .143 .036 
Safe and orderly environment 3/146 1.392 3.118 .028* .060 
Positive school climate/high expectations 3/146 1.613 2.877 .038* .056 
Frequent assessment/monitoring of 3/146 1.471 3.592 .015* .069 
student achievement 
Maximum opportunities for learning 3/146 1.948 5.688 .001** .105 
Parent/community involvement 3/146 .674 1.617 .288 .032 
-
*p < .05. **p < .01.
Following MANOVA, further analysis on the levels of the independent variable 
was conducted using the Scheffe Multiple Range Test (see Table 32}. In this table, the 
mean of each age category is compared to the mean of the other two age groups for each 
subscale of the survey. Thus, the seven subscales of the survey are shown followed by a 
two-way comparison of all age groups. Significant differences between age categories 
are indicated by an asterisk in this table. The age category 50+ was not reported because 
it contained fewer than five respondents. 
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Table 31 
Means and Standard Deviation by School Effectiveness Correlates and Age 
Standard Sample 
School Effectiveness Correlate Age Means deviations size 
Effective instructional leadership 20-29 3.96 .64 46 
30-39 4.12 .75 52 
40-49 4.37 .52 28 
50+ 4.43 .51 24 
Clear and focused mission 20-29 4.02 .65 46 
30-39 4.10 .71 52 
40-49 4.27 .68 28 
50+ 4.36 .52 24 
Safe and orderly environment 20-29 3.91 .64 46 
30-39 3.96 .70 52 
40-49 4.25 .72 28 
50+ 4.33 .58 24 
Climate and high expectations 20-29 3.99 .62 46 
30-39 4.06 .80 52 
40-49 4.34 .60 28 
50+ 4.46 .98 24 
Frequent assessment/Monitoring of 20-29 4.02 .69 46 
student achievement 30-39 4.13 .67 52 
40-49 4.44 .58 28 
50+ 4.41 .54 24 
Maximum opportunities for learning 20-29 3.77 .58 46 
30-49 3.91 .61 52 
40-49 4.18 .60 28 
50+ 4.30 .51 24 
Parent/Community involvement 20-29 3.90 .61 46 
30-39 3.94 .69 52 
40-49 4.22 .58 28 
50+ 3.96 .68 24 
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Respondents (teachers and parents) in the 40-49 age category had significantly 
higher scores (M = 4.3 7, SD = .52) for the Effective Instructional Leadership subscale 
than respondents in the 20-29 years age category (M== 3.96, SD= .64). 
Respondents in the 40-49 years age category had significantly higher scores (M = 
4.25, SD= . 72) for the Safe and Orderly Environment subscale than respondents in the 
20-29 years age category (M= 3.91, SD= .64).
Respondents in the 40-49 years age category had significantly higher scores (M = 
4.44, SD= .58) for the Frequent Assessment/Monitoring of Student Achievement 
subscale than respondents in the 20-29 years age category (M;;;; 4.02, SD= .69) 
Respondents in the 40-49 years age category had significantly higher scores (M 
= 4.18, SD= .60) for the Maximwn Opportunities for Leaming subscale than respondents 
in the 20-29 years age category (M:= 3.77, SD.:: .58) and 30-39 years age category (Mc 
3.91, SD= .61). 
Respondents in the 40-49 years age category had significantly higher scores (M = 
4.22, SD-= .58) for the Parent/Community Involvement subscale than respondents in the 
20-29 years age category (M= 3.90, SD= .61).
MANOVA was used to compare respondents' ratings on the seven subscales 
(Effective Instructional Leadership, Clear and Focused Mission, Safe and Orderly 
Environment, Positive Climate and High Expectations, Frequent Assessment/Monitoring 
of Student Achievement, Maximum Opportunities for Leaming, and Parent/Community 
Involvement) according to ethnicity. The results are presented in Table 33. A 
Hotelling's Trace of .058 was obtained on this analysis. The associated F ratio was not 
statistically significant at an alpha level of .05 with 7 and 182 degrees of freedom. 
Table 32 
Scheffe Multiple Range Test for Varia
bles
De£endent variable 
Effective instructional leadership 
Clear and focused mission 
Safe and orderly environment 






















































(I;D Std. error Sjg. 
-.1626 .130 .671 
-.4068 .154 .079 
.1626 .130 .671 
-.2443 .151 .457 
.4068 .154 .079 
.2443 .151 .457 
-8.1820E-02 .134 .945 
-.2559 .158 .458 
8.182E-02 .134 .945 
-.1741 .155 .738 
.2559 .158 .458 
.1741 .155 .738 
-5.2843£-02 .135 .985 
-.3342 .160 .230 
5.284E-02 .135 .985 
-.2813 .157 .362 
.3342 .160 .230 
-7. l 426E-02 .152 .974 
-.3451 .179 .300 
7.143E-02 .152 .974 
-.2737 .175 .490 
.3451 .179 .300 
.2737 .175 .490 
-.1123 .130 .861 
-.4218 .153 .060 
.1123 .130 .861 
-.3095 .150 .239 
.4218 .153 .060 
.3095 .150 .239 
(table continues) 
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Table 32 (Continued) 
Mean 
Age Age difference 
Dep_endent variable (I) (J) (l-J) Std. error Sig. 
Maximum opportunities for learning 20-29 30-39 -.1365 .118 .723 
40-49 -.4104* .140 .039 
30-39 20-29 .1365 .118 .723 
40-49 -.2739 .137 .267 
40-49 20-29 .4104* .140 .039 
30-39 .2739 .137 .267 
Parent/Community involvement 20-29 30-39 -4.0552E-02 .131 .992 
40-49 -.3217 .155 .233 
30-39 20-29 4.055E-02 .131 .992 
40-49 -.2811 .151 .331 
40-49 20-29 .3217 .155 .233 
30-39 .2811 .151 .331 
* = Significant difference between groups.
Table 33 
Multiple Analysis of Variance for School Effectiveness Correlates by Ethnicity 
Hotelling's 
Effect r F 







To further examine the lack of differences, descriptive statistics were obtained for 
each school effectiveness correlate by ethnic group (see Table 34). 
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Table 34 
Means and Standard Deviations by School Effectiveness Correlates and Ethnicity 
Black White 
School Effectiveness Correlates 
SD n M SD n 
Effective instructional leadership 4.10 .69 141 4.26 .67 49 
Clear and focused mission 4.11 .70 141 4.27 .64 49 
Safe and orderly environment 4.11 .70 141 4.07 .601 49 
Climate and high expectations 4.13 .78 141 4.24 .58 49 
Frequent assessment/Monitoring of 4.16 .70 141 4.22 .70 49 
student achievement 
Maximum opportunities for learning 3.96 .63 141 3.96 .63 49 
Parent/Community involvement 3.98 .66 141 3.96 .66 49 
MANOVA was used to compare respondents' ratings on the seven subscales 
(Effective Instructional Leadership, Clear and Focused Mission, Safe and Orderly 
Environment, Positive Climate and High Expectations, Frequent Assessment/Monitoring 
of Student Achievement, Maximum Opportunities for Learning, and Parent/Community 
Involvement) according to years in the district. The results are presented in Table 35. 
A Hotelling's Trace of .096 was obtained on this analysis. The associated F ratio 




Multiple Analysis of Variance for School Effectiveness Correlates by Years in the District 
Hotelling's 
Effect r F 







To further examine the lack of difference, descriptive statistics were obtained for 
each school effectiveness correlate by years in the district groupings (see Table 36). 
Summary 
Chapter V provided demographic characteristics about the respondents and the 
findings related to the research questions. In response to the first research question, the 
majority of teachers expressed majority agreement (at least 70%) on selected aspects of 
the school community as applied to their schools. Teachers have generally very 
favorable perceptions of the effectiveness of year-round schools. Parents surveyed 
expressed majority agreement (at least 51%) on selected aspects of the school community 
as applied to their schools. Parents have generally favorable perceptions of the 
effectiveness of year-round schools. 
Teachers are more likely to rate their schools as effective, according to effective 
school correlates, than are parents. Older teachers and parents tend to rate the 
effectiveness of year-round schools higher than younger teachers and parents. Black and 
white respondents tended to similarly rate year-round schools as effective, according to 
effective school correlates. Although differences are not statistically significant for years 
98 
in the school district, teachers and parents tend to rate the effectiveness of year-round 
schools more highly the longer that have lived in the district. 
Chapter V reported the study data which were collected through surveys sent to 
two groups of stakeholders-teachers and parents. The chapter provided demographic 
information about the respondents, presented the findings related to each research 
question, and summarized the results.
Table 36 
Means and Standard Deviations by School Effect
iveness Correlates and Years in the
District 
Years in Standard Sample 
School Effectiveness Correlate district Means 
deviations size 
Effective instructional leadership 1-10 4.10 
.71 128 
11-20 4.35 .59 31 
21-30 4.46 .53 13 
Clear and focused mission 1-10 4.13 
.73 128 
11-20 4.32 .52 31 
21-30 4.40 .51 13 
Safe and orderly environment 1-10 4.10 
.68 128 
11-20 4.21 .54 31 
21-30 4.43 .55 13 
Positive climate and high expectations 1-10 4.13 
.73 128 
11-20 4.22 .53 31 
21-30 4.60 1.23 13 
Frequent Assessment/Monitoring of 1-10 4.11 
.73 128 
student achievement 11-20 4.30 
.71 31 
21-30 4.42 .55 13 
(table continues) 
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Table 36 (Continued) 
Years in Standard Sample 
School Effectiveness Correlate district Means deviations size 
Maximum opportunities for learning 1-10 3.93 .64 128 
11-20 4.08 .59 31 
21-30 4.34 .55 13 
Parent/Community involvement 1-10 3.96 .68 128 
11-20 4.08 .50 31 
21-30 4.01 .71 13 
CHAPTER VI 
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
Introduction 
This chapter presents a summary of the findings, conclusions, implications, and 
recommendations. The purpose of the study was to determine and compare the 
perceptions of teachers and parents regarding the effectiveness of selected year-round 
elementary schools in two urban school districts. The research was guided by the 
following research questions: 
1. What are teachers' perceptions of the effectiveness of year-round schools?
2. What are parents' perceptions of the effectiveness of year-round schools?
3. Are there differences among teachers' and parents' perceptions of the
effectiveness of year-round schools as determined by the following effective
school correlates (ESC):
a. Effective instructional leadership;
b. clear and focused mission;
c. safe and orderly environment;
d. positive climate and high expectations;
e. frequent assessment/monitoring of student achievement;
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4. Are there differences among respondents' perceptions of the effectiveness of
year-round schools on each ESC with regard to the following demographics:
gender, ethnicity, age, and years in the district?
The target population was all teachers (N = 148) and a proportionate random 
sample of parents (n = 148) in four year-round elementary schools in two urban school 
districts. The final sample consisted of 100 teachers and 93 parents. 
The study utilized Baldwin, Coney, Flirdig, and Thomas' (1993) School 
Effectiveness Questionnaires (SEQ) to determine and compare teachers' and students' 
perceptions of the effectiveness of year-round schools. Descriptive statistics, multiple 
analysis of variance (MANOV A), and analysis of variance (ANOV A) were employed to 
answer four research questions. Significance was established at the .OS level of 
probability. 
Findings 
Research Question 1 
What are teachers' perceptions of the effectiveness of year-round schools, as 
determined by the following seven effective schools correlates (ESC): (a) Effective 
instructional leadership; (b) clear focused mission, (c) safe and orderly environment, (d) 
positive school climate and high expectations; (e) frequent assessment/monitoring of 
student achievement; (t) maximum opportunities for learning, (g) and parent/community 
involvement? 
In summary, teachers surveyed expressed majority agreement (at least 70%) on 
selected aspects of the school community as applied to their schools. Teachers have 
generally very favorable perceptions of the effectiveness of year-round schools. 
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Research Question 2 
What are parents' perceptions of the effectiveness of year-round schools as 
determined by the following seven effective school correlates: (a) Effective instructional 
leadership; (b) clear and focused mission; (c) safe and orderly environment; (d) positive 
school climate and high expectations; (e) frequent assessment/monitoring of student 
achievement; (t) maximum opportunities for learning; and (g) parent/community 
involvement? 
In summary, parents surveyed expressed majority agreement (at least 51%) on 
selected aspects of the school community as applied to their schools. Parents have 
generally favorable perceptions of the effectiveness of year-round schools. 
Research Question 3 
Are there differences between teachers' and parents' perceptions of the 
effectiveness of year-round schools as determined by the following seven effective 
schools correlates (ESC): (a) Effective instructional leadership; (b) clear and focused 
mission; ( c) safe and orderly environment; ( d) positive school climate and high 
expectations; (e) frequent assessment/monitoring of student achievement; (f) maximum 
opportunities for learning; and (g) parent/community involvement? 
This research question was addressed by testing the following hypothesis: 
Ho 1: There is no statistically significant difference between teachers' and 
parents perceptions of the effectiveness of year-round schools, as 
determined by the following seven effective schools correlates (ESC): 
a Effective instructional leadership. 
b. Clear and focused mission.
c. Safe and orderly environment
d. Positive school climate and high expectations.
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f. Maximwn opportunities for learning.
g. Parent/Community Involvement.
This hypothesis was rejected with respect to (a) effective instructional leadership, 
(b) clear and focused mission, (c) positive school climate, and high expectations, frequent
assessment/monitoring of student achievement, and ( d) maximwn opportunities for 
learning. 
Research Question 4 
Are there differences among respondents' perceptions of the effectiveness of 
year-round schools on each school effectiveness correlate with regard to the following 
demographics: age, gender, ethnicity, and years in the school district? 
This research question was answered by testing the following hypothesis: 
H02: There are no statistically significant differences among respondents' perceptions 
of the effectiveness of year-round schools on each effective schools correlate 
(ESC) with regard to the following demographics: age, gender, ethnicity, and 
years in the school district 
This hypothesis was rejected with respect to age. This hypothesis was accepted 
with respect gender, ethnicity, and years in the school district. 
Conclusions 
Using the data presented in Chapter V, the following conclusions are drawn: 
1. Teachers have generally very favorable perceptions of the effectiveness of year­
round schools.
2. Parents have generally favorable perceptions of the effectiveness of year-round
schools.
3. Teachers are more likely to rate their schools as effective, according to effective
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4. Older teachers and parents tend to rate the effectiveness of year-round schools
higher than younger teachers and parents.
5. Black and White respondents tended to similarly rate year-round schools as
effective, according to effective schools correlates.
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6. Although differences were not statistically significant for years in the school
district, teachers and parents tended to rate the effectiveness of year-round schools
more highly the longer they had lived in the district.
Limitations 
The study's findings are limited to factors pertaining to the framework of seven 
correlates of unusually effective schools identified by Levine and Lezotte (1990, 1995). 
Although correlates of effective schools are not necessarily prescriptive, they are 
indicators. Another limitation is the small sample size. Two of three school districts in 
metropolitan Atlanta with elementary schools using year-round calendars were sampled. 
Thus, general applicability of the findings and conclusions to year-round schools in other 
locations ( e.g., urban, rural) and geographical areas may be limited. 
Implications 
Emerging from these findings and conclusions are implications for restructuring 
and best practices that should be considered by administrators, principals, and teachers. 
It is suggested that administrators study (a) the literature on effective schools research 
and (b) study other extant, successful year-round programs, ( c) establish a dialogue with 
the administrators of these programs and (d) secure information and data from them 
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Year-round schools provide an education option for students and families. The 
findings offer insights to YRE school officials as to how parents perceive elements in the 
school their children attend. Parent/community involvement and opportunities for 
learning, although positive, were the weakest correlate among parents surveyed. Figure 1 
graphically depicts parents' response patterns to the statements, "Parents have 
opportunities to get involved in the development of school budgets" and "Students have 
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Figure 4. Bar Graph of Parents' Responses to Selected Items. 
c Budget Davelopment 
• Learning Opportunities
Based on the findings of the study, it is suggested that schools plan actions to 
reduce discrepancies in perceptions between teachers and parents. Given the strong 
response of teachers and parents involved in year-round schools, educators who wish to 
reform the educational process may wish to consider year-round education as a viable 
school reform initiative. Effective schools correlates provide a framework useful for 
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Recommendations 
Recommendations must be considered in relation to the inherent limitations of the 
study. Data presented are self-reported. Self-report measures are influenced by response 
effect-the tendency of the respondent to give inaccurate responses (Borg & Gall, 1989). 
1. It is recommended that outcomes on standardized tests are quantifiably
explored
2. It is recommended that the study is replicated with a pre-experimental quasi-
experimental design, with a control group (i.e., schools using a traditional
calendar versus schools using a year-round calendar).
3. It is recommended that study this be replicated using a larger sample size.
4. Future studies might involve the stratification of year-round schools by school
type (elementary, middle, and high) and school location (urban, suburban, and
rural). The researcher could then determine if there are differences in parents'
and teachers' perceptions of the effectiveness of year-round education based
on school type or school location or both.
5. The finding of significant differences in perceptions of the effectiveness of
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APPENDIX A (Continued) 
Variable N Mean SD 
Q33 100 4.3900 .6948 
Q34 99 4.3333 .6547 
Q35 100 4.3500 .6872 
Q36 100 4.4800 .6432 
Q37 100 4.4000 .7247 
Q38 100 4.4500 .5925 
Q39 100 4.5000 .5596 
Q40 100 4.4700 .6269 
Q41 100 4.4200 .6225 
Q42 100 4.3100 .6146 
Q43 100 3.8900 .9629 
Q44 100 3.6300 1.1947 
Q45 100 4.0000 .8876 
Q46 100 4.1200 .8075 
Q47 100 4.3100 .6771 
Q48 100 4.3500 .6571 
Q49 100 3.8800 .9021 
Q50 100 3.8600 .9430 
Q51 100 4.1300 .7199 
Q52 100 4.1600 .6922 
Q53 100 4.0600 .7222 
Q54 98 4.2653 .6185 
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